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U.S. Islamic schools endeavor to foster the development of moral practices and values stemming 
from Islamic teachings. Their efforts are demonstrated in classes (such as Islamic studies and 
Qur’an study), ritual practice (such as daily congregational prayer), and faith-based assemblies. 
Yet the schools often lack awareness, structure, and procedures for a focus on character, 
morality, and spirituality to permeate all aspects of schooling. They also tend to have limited 
resources for embarking on large-scale change initiatives. This Organizational Improvement 
Plan is written from the standpoint of the author, a scholar-practitioner, and Dean of Mission of 
a U.S. based K-12 Islamic school whose mission includes a commitment to holistic and Islamic 
faith-based teaching. The problem of practice concerns the lack of procedural and structural 
elements to ensure that the mission is upheld in all aspects of the school and that the school 
practices what it preaches. To diagnose the problem, I select a value-based Islamic leadership 
model supplemented with moral and spiritual leadership. Using the model, along with a 
framework for change designed from holistic and systems thinking, yields four potential 
solutions. The preferred solution is based on a tailored, school-wide approach to character 
development, refined with an Islamic pedagogical approach to character growth involving self-
monitoring (Muraqaba) and self-evaluation (Muhasaba). Finally, to connect theory with 
practice, I present an implementation plan based on a lightweight pilot approach, monitoring 
and evaluation plans, and a communication plan, all of which reflect the chosen Islamic 
leadership model and a holistic, systems-thinking approach to change.  








This section summarizes the main points of this Organization Improvement Plan (OIP) 
by first introducing the context of the Academy in which a Problem of Practice (PoP) will be 
explored, and my role within the Academy. It will then describe the problem framed in relation 
to the Academy, the leadership model and change framework selected to address the problem, 
and four solutions to the problem. The preferred solution will then be explained, along with 
implementation, monitoring and evaluation, and communication plans.  
The Academy is a full-time, K-12 U.S. Islamic school whose mission and vision are 
committed to the holistic development of children who will model faith-based values. Academy 
staff members are all Muslims, and the student population is largely Muslim. As the Dean of 
Mission, I am a senior school leader tasked with upholding and furthering the mission of the 
school. I am a member of the Mission Team, which consists of seminary-trained individuals who 
provide overall strategic leadership for the school to achieve its mission. My scope and agency 
allow me to enact school-wide change initiatives relating to the mission.  
My preferred leadership approach is based on an Islamic worldview that defines a set of 
shared ideals, traditions, dogma, and values based on primary Islamic sources (Kriger & Seng, 
2005). This approach is complementary with spiritual leadership (Egel & Fry, 2017), moral 
leadership (Quatro et al., 2007), and authentic transformational leadership (Northouse, 2019) . 
Despite faith-based classes, ritual practice, assemblies, and symbols, there is a gap 
between the Academy’s stated commitment to its mission and its “lived mission” (Grace, 2002, 
p. 125). For example, there is a lack of procedure and structure to ensure (a) the academic 
dimension of student progress is not emphasized at the expense of other dimensions, (b) 
students will be nurtured in achieving high character, and (c) communication will reflect 
mission-based values. This observation forms the basis of the PoP: The Academy, a U.S. Islamic 




teaching but lacks procedural and structural elements to ensure that a holistic and Islamic faith-
based approach is upheld in all aspects of the school and that it practices what it preaches.  
Like many other North American Islamic schools (Memon, 2019), the Academy faces 
challenges, including a staff that is working to capacity, a tight budget, opposition to Islamic 
schooling within segments of the host community, and parents who are more committed to the 
academic aspect of education than the school mission. However, the Academy appears to have a 
high level of organizational change readiness (Rafferty et al., 2013).  
A research-based leadership model as well as a research-based change framework are 
useful for identifying a change strategy to address the identified PoP. Brooks and Mutohar’s 
(2018) Conceptual Framework for Islamic School Leadership is based on six core values derived 
from primary Islamic sources and aligns well with my chosen leadership theory. Shaked and 
Schechter’s Systems Thinking for Holistic Leadership (2017) consists of four characteristics of a 
holistic, systems approach to leading schools. By applying the model and framework to the PoP 
and its context, four potential areas of organizational change emerge: explicit curriculum, 
hidden curriculum and school climate, leadership and staff culture, and partnering with parents. 
Four potential solutions to address these needed areas of change are: maintaining the status 
quo, implementing a character-development framework, adopting a socio-emotional learning 
(SEL) framework, and developing an Islamically-grounded school change process.  
The preferred solution is based primarily on a school-wide character development 
framework because it best addresses the identified change needs. It is also compatible with my 
chosen leadership approach and change framework, and feasible to implement with limited 
organizational resources. This solution also incorporates elements of an SEL Framework and 
five areas of Memon and Alhashmi’s (2018) suggested Islamic school reform. Applying the 
Islamic value of Adl (ElKaleh & Samier, 2013), or justice and fairness, throughout the change 




The change implementation plan is structured using a pilot approach. This is more 
appropriate than a full-fledged change initiative due to contextual factors, such as a staff that is 
over-tasked due to COVID-19 and budget woes, and the apparent novelty of the proposed 
solution. A PDSA cyclical approach allows for an iterative implementation in which the initial 
iteration will take place over the course of six months. During the course of implementation, the 
initiative will be monitored using various measures. Unlike typical character education 
initiatives where character growth is measured through surveys and external assessment of 
behavior, participating staff and students will be equipped to monitor and evaluate themselves 
using Islamic practices of Muraqaba (self-monitoring) (Memon & Alhashmi, 2018; Parrott, 
2017) and Muhasaba (self-evaluation) (Memon & Alhashmi, 2018). The change implementation 
plan includes a communication plan that reflects best practices that are relevant to the context, 
such as ensuring that the change is seen as positive and not criticism of the status quo (Beatty, 
2016), taking a candid approach to communication (Neill et al., 2019), and establishing an open 
culture of communication (Neill et al., 2019; Rawlins, 2008). Such communication practices are 
compatible with Islamic values of Shura (consultative discourse) and Ikhtilaf (dissent). 
Further areas of research relating to this OIP include the study of a Montessori-based 
approach to character development, a study of virtue education in light of Fethullah Gülen’s 
philosophy, developing a character education program that includes the avoidance of vices, 
researching the role of performance character in Islamic ethical theory, researching the use of 
Islamic terminology for values, and taking a differentiated approach to character at different 
stages of a child’s development. Knowledge mobilization may occur through preparing a 
whitepaper and guide for school leaders who would like to adopt a similar initiative, 
participation in relevant conferences, and seeking opportunities to collaborate with Muslim and 
other faith schools on parallel initiatives.  
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Adl An Islamic value denoting justice and fairness. 
 
Amr and Nahy Commanding or encouraging what is morally right and forbidding or 
discouraging what is morally wrong. 
 
Faith-based values Values that are cherished by faith groups due to the beliefs that they 
hold, and whose definition and prioritization is justified by authority 
that is held in regard within that faith tradition (Halstead, 2014). 
 
Hidden curriculum The implicit teachings and values that students learn from 
interaction with other students, teachers, the school structure, and 
the school environment, as opposed to explicit curriculum that is 
formally taught (Buchanan, 2013; Lovat et al., 2011; Merry, 2007; 
Zine, 2001). 
 
Hisba Public accountability. 
 







A personal quest to discover one’s spirit and/or one’s connectedness 
to all things in the universe through personal experience, meditation, 
and contemplation (Sandelands, 2011). 
 
Maslaha Public interest. 
 
Muhasaba The Islamic concept of self-assessment and holding oneself to 
account for performing one’s responsibility to God (Memon & 
Alhashmi, 2018). 
 
Muraqaba The constant awareness of the self and one’s relationship with God 
through vigilance over actions, thoughts, feelings, and inner states 
(Parrott, 2017; Memon & Alhashmi, 2018). 
 




The beliefs and emotions of an organization and its individuals 
regarding the extent to which changes are needed and the ability of 
the organization and its individuals to carry out that change (Rafferty 
et al., 2013). 
 
Performativity Judging productivity based on performance and equating the value 








Within the context of Islamic schooling, refers to a focus on how to 
live and practice the teachings of Islam, in contrast to pedagogy, 
which is concerned with how to teach and learn about Islam 
(Memon, 2019). 
 




Concern with the essence or spirit of a human being and higher 
order, fundamental principles that are derived from a sense of 





The sayings and actions of the Prophet Muhammad (PBUH). One of 
the two Islamic primary sources, along with the Qur’an. 
 




The Islamic framework for upbringing and nurturing the child 
holistically in all areas of development (Brifkani, 2021).  
 





The process of developing connectedness to a superior transcendent 
force or being, such as the personal God of monotheistic religions 
(Sandelands, 2011). 
 
Values Principles used to evaluate or judge what is right and wrong and 
what is good and bad (Halstead, 2014). These principles inform 
individuals how to live and what to prioritize in their lives (Crotty, 




A view on life, the world, and humanity that influences the way one 







Chapter 1: Introduction and Problem 
This Organizational Improvement Plan (OIP) concerns a values-based, holistic approach 
to upholding and furthering the mission of a U.S. Islamic school, which will be referred to as the 
Academy. This first chapter begins with an introduction to the Academy, its mission, and its 
vision. It then explores aspects of its Islamic nature, administration, and context. In the next 
section, I describe my role within the school leadership as well as my approach to leadership. I 
will then proceed to state a Problem of Practice (PoP) related to my role within the organization, 
examine the problem through different frames and perspectives, and list three guiding questions 
that emerge from the problem. The fourth section will describe an organizational change vision, 
identifying the gaps between the current and envisioned state, priorities for change, and change 
drivers. The fifth section examines organizational change readiness and factors that may trigger 
competing change. The chapter will then conclude with a summary of its contents and a preview 
of what will be addressed in future chapters.  
The Academy: Introduction and Context 
The Academy is a full-time, K-12 non-profit community-based Islamic school1 in the 
United States that was established by a largely immigrant community 10-15 years ago. It is small 
in size (100-150 students) compared to the average public school size of 526 (Wang et al., 2019), 
but of average size compared to typical private schools and Islamic schools (Wang et al., 2019). 
The average class size is approximately ten students per class. The staff of the school consists of 




1 The number of full-time Islamic schools in the United States has been estimated to be 
in the range of 235 (Keyworth, 2011) – 290 (Wang et al., 2019). They are typically classified as 
immigrant community-based schools (which comprise the majority of Islamic schools) vs. 




The staff and students are multicultural. Families range in their socio-economic background, 
despite the school being located in an expensive real estate market, as students from lower-
income families can apply for school-sponsored subsidies.  
Mission and Vision 
The Academy’s stated mission is holistic in nature, and views the whole child (Miller et 
al., 2019) through a dual strategy of academic excellence and a faith-based environment. The 
stated vision is for students to become role models who will serve society at large and display 
values such as character, professional excellence, civic leadership, responsibility, compassion, 
and God-consciousness. Students are encouraged to not only seek knowledge, but to act 
according to values and to achieve a holistic understanding of themselves.  
Islamic Nature of the School 
In addition to the school community consisting mostly of Muslims, the Islamic nature of 
the school can be seen in its curriculum, events, environment, and staff training. Along with 
typical subjects such as language arts, mathematics, and social studies, students are required to 
take Islamic Studies and Qur’an classes. The school day begins with a mission-oriented 
assembly. Muslim holidays and days of commemoration are typically marked with special 
assemblies and activities. Students participate in daily midday group prayers. The school dress 
code reflects typical Muslim gear. Posters and classwork reflecting Qur’anic and moral themes 
decorate school walls, and classrooms are named after key Qur’anic concepts. Teachers and 
administrators welcome their students with traditional Muslim greetings. The staff receives 
regular training on how to model and communicate Islamic values.  
School Administration 
Approximately three years ago, the Academy hired a new Head of School (HoS) to 
replace an outgoing principal. Among the main priorities the Academy’s board of directors 




more effective approach towards instilling faith-driven values. The HoS instituted a radical 
change process that may be classified as somewhere between frame-bending and frame-
breaking (Nadler & Tushman, 1989). For example, the process led to the renaming of the 
Academy, branding modification, a new mission statement, shuffling of high-level staff 
members, and a board-approved five-year transformation plan that has led to further 
international accreditation.  
Economic and Political Contexts 
The Academy’s host community is a Muslim community center that has spawned or 
directly supports a variety of educational initiatives, one of which is the full-time school. Only a 
moderate segment of the host community families with children have chosen to enroll their 
children in the Academy. In fact, within the community there are powerful families who are 
opposed to the presence of the Academy. For some, this opposition stems from the concern that 
the Academy drains the community’s finances because of its ongoing need for subsidies and 
building space. For others, the opposition is due to an ideological conflict with the presence of 
Muslim schools. Due to the lack of broad-based support from the host community, the 
Academy’s leadership engages in political efforts to appease the larger community through a 
series of community-wide events and a careful marketing strategy that consistently 
acknowledges the pivotal role the host community plays in the Academy’s successes.  
Islamic schools have typically carried a stigma of substandard education (Memon, 2019) 
and therefore spend considerable time and energy to prove their academic worth. The Academy 
is not an exception. The board of directors and school administration place great emphasis on 
standardized testing and university admissions. These external measures are deemed as 
necessary in order to convince stakeholders, such as the host community and parents, of the 




The Academy, like other U.S. Islamic schools, does not receive any government funding 
and instead derives a significant portion of its financial revenue from tuition (Brifkani, 2021). 
Due to their financial contributions, the parent community at the Academy are influential in 
determining the school’s direction. The school can simply not afford to take a position that will 
lead to a significantly negative impact on enrollment. 
Muslim parents living in predominantly non-Muslim countries who choose to enroll 
their children in Islamic schools typically have a variety of motivations, such as: seeking a 
private school education that is more affordable than the non-faith variety of private schools; 
being concerned about a potentially morally corrupt atmosphere in public schools; helping their 
children to develop self-esteem and confidence in their identity in order to reach their full 
potential; facilitating the learning of Islamic teachings, values, and attitudes; and not wanting to 
subject their children to sex education or other materialist and secular aspects of the public 
school curriculum (McCreery et al., 2007; Memon, 2019; Merry, 2005b). These descriptions 
hold true for the Academy’s parent community. At times, the differing motivations lead to 
parent groups attempting to influence the school administration in conflicting manners. For 
example, parents who are seeking a safe haven from what they deem to be a morally corrupting 
environment may be accepting of typical secular school curriculum, and may even raise concern 
if they deem that too much school time is used for character development and mission-driven 
assemblies. On the other hand, parents who are seeking to establish a strong Muslim identity for 
their children are more insistent that the Academy’s formal and hidden curriculum be aligned 
with the school’s mission. 
Leadership Position and Approach 
This section examines my role in the Academy with a focus on my scope and agency in 
enacting change. It also provides an overview of the approach I take towards leadership in my 




My Scope and Agency 
I recently joined the senior leadership team of the Academy as its Dean of Mission. My 
overall role is to lead the school in safeguarding and furthering its mission. I was chosen for this 
position on the basis of my prior experience in a similar role at another Islamic school, my 
educational background that includes various degree programs at Western universities as well 
as Eastern Islamic seminaries, my qualification as a traditional Islamic scholar, and my ability to 
relate to students due to my upbringing in the US and my personality. I report directly to a 
member of the board and am in an advisory (not reporting) relationship to the HoS.  
In order to explain the scope of my role further, I will utilize the results of Buchanan’s 
(2013) study of Australian Catholic school leaders. There are three reasons for finding parallels 
in Catholic school leadership. First, I was not able to locate references in academic literature 
regarding the role of traditional Muslim scholars in Islamic schools in the West. Second, based 
on personal experience, Muslim scholars are not typically at the forefront of leading Islamic 
schools in the West. Their role is usually limited to occasionally leading prayers, teaching classes 
relating to Islam and the Qur’an, delivering sermons on days of commemoration, and attending 
special occasions as guests of honor. A dean-level position allocated for the Academy’s faith-
based mission is rather unique and demonstrates the commitment of the Academy to its 
mission. Third, for the purposes of promoting societal and inter-faith harmony and perhaps 
leading to areas of future research and collaboration, I wish to highlight similarities across faith 
traditions in approaching faith-based schooling.  
Buchanan (2013) outlines six dimensions of Catholic school leaders: religious leadership 
(the promotion of religious values and life and the furthering of religious knowledge), faith 
leadership (living the religion and inspiring others to do the same), spiritual leadership 
(motivation of the spiritual dimension in individuals who do not share a religious tradition), 




fulfils the school’s mission), and ministerial leadership (teaching and preaching of the gospel 
message and administering the church’s sacraments as applicable to the day-to-day running of 
the school).  
In my context, the first five of these dimensions directly apply to the scope and agency of 
the Dean of Mission role. The sixth dimension, ministerial leadership, also has a parallel within 
the Islamic tradition, but the functions naturally differ from that in the Catholic tradition. 
Islamic ministerial leadership involves leading congregational prayers, delivering lectures, and 
reciting supplications at school religious ceremonies. It also involves professional development 
for staff, as well as classes and motivational sessions for students and parents. My scope also 
encompasses strategic planning, policy creation, and policy review relating to the school 
mission. This would best fall into a separate, seventh category of policy leadership not addressed 
in Buchanan (2013).  
In summary, my scope and agency allow me considerable influence in the direction the 
Academy will take. I am in the position to introduce school-wide change initiatives relating to 
the school mission. 
My Approach to Leadership 
My preferred leadership style is based on an Islamic worldview. Kooij et al. (2013) 
distinguish between organized worldviews and personal worldviews. Organized worldviews 
possess a certain set of ideals, sources, traditions, dogma, and values shared by the adherents of 
the worldview (van der Kooij et al., 2013). Personal worldviews, on the other hand, influence 
one’s thinking and acting on the basis of norms, values, and ideals that are personally held but 
are not necessarily moral in nature nor stemming from answers to existential questions (van der 
Kooij et al., 2013). Religions, including Islam, provide organized worldviews (van der Kooij et 
al., 2013), and my reason for choosing an Islamic leadership style is due to the complementary 




detail my choice of Islamic leadership theory by selecting a specific Islamic leadership model 
that will guide the change process.  
In order to draw benefit from leadership theory predicated on broader terms, it is 
beneficial to consider theories relating to spiritual leadership and moral leadership, both of 
which can be considered as umbrella terms for a spectrum of related leadership approaches 
including ethical, value-based, and authentic leadership (Quatro et al., 2007; Dhiman, 2017; 
Bush, 2015). These two leadership theories along with transformational and ethical leadership 
will be explored below.  
Moral and Spiritual Leadership 
Moral leadership involves distinguishing between right and wrong, promoting values of 
justice and honesty, and connecting followers to a higher purpose (Quatro et al., 2007). Moral 
leadership is aligned with the mission and vision of the Academy, which promote moral values 
such as excellence, leadership, responsibility, compassion, character, and God-consciousness.  
In a general sense, spiritual leadership is when a leader perceives inner meaning in their 
environment, and ascribes to higher order, fundamental principles that are derived from a sense 
of connectedness to the whole (Kriger & Seng, 2005; West-Burnham, 1997). In order to arrive at 
a more specific definition, it is important to define the term spirituality. Spirituality relates to 
the essence or spirit of a human being. The wide variety of definitions of spirituality can be 
divided into two categories: (a) immanent spirituality, which concerns a personal quest to 
discover one’s spirit and/or one’s connectedness to all things in the universe; and (b) 
transcendent spirituality, which involves connection to a superior force or being (Kriger & Seng, 
2005; Sandelands, 2011). Immanent spirituality denies or is ambivalent towards a divine being 
other than the inner soul, and therefore contrasts with religion. Transcendent spirituality, on the 




teachings guide individuals and communities to form deeper relationships with a supernatural 
God and with one another (Sandelands, 2011).  
My leadership style incorporates spiritual leadership based on transcendent spirituality. 
This form of spiritual leadership is highly compatible with Islamic leadership in that Islamic 
teachings provide the higher order principles, motivation to strive for higher ideals and truths, 
and means to arrive at them (Egel & Fry, 2017). In the process, individuals arrive at a deeper 
sense of the spirit and inter-connectedness with one another by means of connecting with God 
(Egel & Fry, 2017; Sandelands, 2011). Spiritual leadership aligns well with the mission of the 
Academy, which is focused on the development of the whole child and is therefore inclusive of 
the spiritual dimension (Tirri, 2011). The spiritual dimension is of particular importance to the 
Academy, as well as other Islamic schools in North America (Memon, 2019), due to its potential 
for being a differentiating factor from secular alternatives to Islamic schooling that may ignore 
this dimension or present a version of spirituality that is incompatible with Islamic teachings.  
Ethical and Transformational Leadership 
As stated above, my preferred approach to leadership lies with Islamic, religious 
leadership, supplemented with moral and spiritual leadership. I will not, however, be drawing 
heavily from ethical leadership. Moral leadership differs from ethical leadership in that ethical 
leadership is based on Foucauldian ethics, which are concerned with relationships and involve a 
continual process of negotiation relationships as opposed to committing to moral codes of 
behavior defined elsewhere (Ehrich et al., 2015; Niesche & Haase, 2010). Moral leadership is 
more appropriate for my context than ethical leadership given that morals are defined from 
enshrined religious teachings as opposed to a shifting state of relationships.  
Transformational leadership involves a leader who is able to transform their followers by 
convincing them of their vision (Bush, 2015). Both transformational leadership and moral 




others and societal pressure (Quatro et al., 2007). Authentic transformational leadership is 
concerned with the collective good and involves leaders who motivate their constituents to 
follow higher standards of morality (Northouse, 2019). In contrast, pseudotransformational 
leadership differs from moral leadership in its focus on leader-defined interests (without a 
strong emphasis on right and wrong) rather than people (Bush, 2015; Northouse, 2019). 
Pseudotransformational leaders tend to accomplish their objectives through personal charisma, 
and as such, a transformational leader could potentially exploit their constituents by utilizing 
their charisma in an immoral manner (Quatro et al., 2007; Stone et al., 2004; Northouse, 2019).  
Given that my objectives and the overall objectives of the school mission are derived 
from a higher moral code as opposed to a self-defined vision, authentic transformational 
leadership dovetails with moral leadership as a means of motivating constituents towards 
positive change on the basis of the moral code, independently of the leader’s charisma (Bush, 
2015; Stone et al., 2004). 
Leadership Problem of Practice 
This section first provides a statement of the PoP that will be addressed in this OIP. It 
then examines the need for change by framing the problem in broader contextual forces. Finally, 
three guiding questions that emerge from the PoP are explored.  
Problem of Practice Statement 
The Academy’s stated mission highlights its commitment to holistic and faith-based 
teaching as distinguishing features. However, mission-driven schools may have a “lived mission” 
(Grace, 2002, p. 125) that differs from their stated mission, a gap that can be seen in some 
aspects of the Academy’s structure and procedure. This gap is problematic for four reasons. 
First, non-profit organizations have a mission that distinguishes them from public and private 
institutions (McDonald, 2007). Without a distinct mission, the identity of the Academy will fall 




Second, presenting a vision but acting to the contrary compromises basic values of honesty and 
justice. Islamic teachings emphasize values (A. J. Ali, 2009; Kriger & Seng, 2005; Shah, 2006), 
and Muslim leaders are expected to live up to the values they would like others to adopt 
(Dangor, 2014; Shah, 2006). A perceived contradiction could therefore lead to wide discontent 
among stakeholders who are committed to an organization that is faith and value driven. Third, 
having a mission that everyone agrees upon can lead to benefits such as motivating employees to 
work harder and be united as a team (McDonald, 2007; Senge, 2006). These benefits would be 
lost if the perception settles that the stated mission is just a “nurtured myth” (Grace, 2002, p. 
192). Finally, it is the lived mission that will comprise the hidden curriculum of the school, and 
the school will end up teaching values that run contrary to its formal curriculum (Buchanan, 
2013). 
The gap between a lived mission and stated mission can be perceived in the following 
three observations regarding school procedure:  
• Prospective high school students must take an academic placement test before being 
admitted to the high school. This test is a filtering mechanism that could be justified with 
the understanding that it would be unfair for underperforming students to be placed in 
classes that do not cater to their specific needs. However, a filtered class of high school 
students may also benefit the Academy to the detriment of low-performing students, as it 
can be a means of touting its high academic standards. A more holistic and moral 
approach would not single out the academic dimension above others and would also 
consider the psychological impact of being rejected, especially for students who have 
been with the Academy in previous years. 
• School policies include a behavior and discipline policy, but there are seemingly few 
policies or systematic processes that would coach students in achieving mission-related 




• School policies and procedures outline when and what communication should take place 
with parents. School policy states that any official communication to the school will be 
acknowledged within one business day and responded to within three business days (The 
Academy, 2020a). However, there is no designated protocol for how communication 
with parents and community should occur. Staff members have a variety of technological 
means to communicate with each other, but not only is there a lack of designated 
protocol that governs the nature of communication, there are no specified durations by 
which communication will be acknowledged and responded to. This is despite research 
showing that effective communication is an essential component of fostering a trusting, 
collaborative working environment within schools and successful organizations 
(Leithwood & Azah, 2017; Tourish, 2003). 
The primary responsibility of the Dean of Mission is to ensure that the mission of the 
school is being pursued in all aspects of the school. It is within my scope to propose change 
initiatives that may affect a wide variety of school functions, including school climate (Ontario 
Principals’ Council, 2012), communication, organizational culture, organizational decision 
making, discipline, pedagogy, parent-community relations, and training. I therefore consider it 
my duty to address the following problem of practice: The Academy, a U.S. Islamic school, is 
through its stated mission ostensibly committed to holistic and Islamic faith-based teaching, but 
lacks procedural and structural elements to ensure that a holistic and Islamic faith-based 
approach is upheld in all aspects of the school and that it practices what it preaches. 
Framing the Problem of Practice 
In the previous section, the PoP was stated with respect to the particular organizational 
context of the Academy. This section will frame this problem within its larger context in order to 




and Deal’s (2017) four frames and a partial PEST analysis. In the following subsections, both of 
these analytical tools will be briefly introduced and then applied to the problem of practice.  
Bolman and Deal’s (2017) Four Frames 
Bolman and Deal (2017) identify four perspectives, or frames, that are highly beneficial 
in understanding organizations and the leadership of these organizations: structural, human 
resource, political, and symbolic. Programmatically examining a problem through multiple 
frames allows for stepping outside of one’s own perspective to correctly diagnose the problem, 
and for reframing or sizing up a problem in a different manner (Bolman & Deal, 2017). The 
following paragraphs will examine the PoP through each of the four frames.  
The Structural Frame. The two components of the school structure that have 
particular relevance for the identified PoP are the Dean of Mission and the Academy’s Mission 
Team. The recently established role of the Dean of Mission was described in the section above 
regarding my scope and agency. It is worth mentioning here that despite a broad agenda, the 
position currently lacks specifically defined responsibilities. This comes with the positive 
element of the freedom to define these responsibilities going forward, but also means that other 
organizational members are free to interpret the Dean’s scope as narrowly or expansively as they 
please. There is no defined structure by which the Dean of Mission can be kept abreast of the 
organization’s operations and procedures. Other members may therefore easily view standard 
operations that are common to all schools, such as parent communication, assessment, and 
reporting as not in need of a mission-related perspective.  
The Academy’s board of directors established the Mission Team concurrent to my arrival 
in the organization. It consists of the Dean of Mission and four other individuals from the board 
members, staff, and larger community who, due to their traditional seminary training, have 
been selected to provide overall leadership for the school’s mission. This entity is unique and 




communicate on mission-related issues in a monthly meeting, and informally throughout the 
school year via email and social media. Mission Team members who are not part of the teaching 
staff still have direct involvement with students across different grades through pre-scheduled 
rotating sessions on a semi-regular basis. Virtual office hours and the attendance of all Mission 
Team members at a staff meeting once per semester form the communication channels between 
staff members and the Mission Team.  
The Human Resource Frame. Memon (2019) states that North American Islamic 
schools have historically faced human resource constraints, including the lack of trained 
educators, staff members being asked to work for a substandard salary, and challenging working 
conditions. The Academy is a relatively small school with a tight budget, and staff members, 
including the school’s management team, are worked to their capacity. This is an important 
consideration when it comes to the fulfillment of the Academy’s mission. Any proposed change 
initiative should either be perceived by staff members as requiring no significant additional time 
commitment or somehow create opportunities for staff members to find more time to deliver 
beyond their academic duties.  
The Political Frame. As stated above in the introduction to the organization and its 
context, the host community and school parents represent powerful stakeholder groups that the 
Academy cannot afford to ignore. The Academy is not alone in its need to appease such 
stakeholder groups in order to justify its existence and sustain its financial support. Islamic 
schools lack widespread acceptance in the Muslim community in the West, and the majority of 
Muslim parents in the West do not send their children to Islamic schools out of concerns that (a) 
their children will not integrate with the larger society but will rather be ill-equipped to live in 
the reality of a secular society, (b) their children will be indoctrinated with fundamentalist ideas 
and unable to embrace their home in the West, (c) Islamic schools lack high academic 




2019; Merry, 2005b; Niyozov & Memon, 2011). Even among traditional Muslim scholars in the 
West there is a debate, from a religious point of view, as to whether Islamic education should 
take place in full-time Islamic schools or as a complement to secular schooling in the form of 
after-school or weekend schools (Niyozov & Memon, 2011).  
The need to ease the tension regarding the existence of Islamic schools and to align 
stakeholders towards a common vision has been noted by researchers in the field. Memon 
points to the lack of a “binding communal vision” (2019, p. 95) in largely immigrant 
communities that host Islamic schools, leading to a lack of unity among stakeholders regarding 
the purpose of such schools and a resulting lack of broad-based support for them. He argues, 
however, that the heightened attention on U.S. Muslims post 9/11/2001 has provided impetus 
for the establishment of a new vision for Islamic schooling (Memon, 2019). Through a holistic 
vision of schooling that has dimensions of civic engagement, Islamic ethics, and praxis (putting 
Islamic school teachings into lived practice), Islamic school graduates will successfully integrate 
into the larger society (Memon, 2019). This will be one of the means for U.S. Muslims to 
properly reclaim an identity that was hijacked from them (Memon, 2019). A change initiative 
within the Academy relating to the practice of its holistic and Islamic faith-based mission aligns 
well with the suggested approach for a binding vision and a holistic focus on praxis.  
According to Brifkani (2021), the 2002 No Child Left Behind Act’s narrow focus on 
academics and standardization led to negative educational experiences, and there is now a 
heightened awareness of the need for holistic education in the aftermath of this Act. This 
awareness provides a window of opportunity for a collaborative approach among members of 
the Islamic schooling community in the West to promote the significant role that Tarbiyah (the 
Islamic framework for holistically upbringing a child) can play in providing a framework for the 
needed holistic education (Brifkani, 2021). Collaboration will lead to a common strategy for a 




academically-focused parents who are skeptical about the academic rigor of Islamic schools 
(Brifkani, 2021). The stated PoP identifies the need for a holistic approach in all areas of 
schooling and is well-situated within this discourse. A collaborative approach involving 
significant stakeholders such as students, parents, staff, community members, and eventually 
other schools will factor significantly in a successful change initiative.   
The Symbolic Frame. This frame consists of symbols, meaning, rituals, stories, and 
cultures that lie at the heart of an organization (Bolman & Deal, 2017). For the sake of brevity, 
this subsection will focus on how the culture of the Academy may contribute to the PoP.   
Culture is a pattern of shared, basic understanding learned by a group through solving its 
problems of external adaption and internal integration (Schein, 2010), or simply put, “the way 
we do things around here” (Deal & Kennedy, 1983, p. 501). Understanding culture can help in 
diagnosing the cause of an organizational problem (Schein, 2010). Also, according to some 
theories, organizational culture contributes towards its effectiveness (Hartnell et al., 2011).  
For the purposes of this OIP, an understanding of the Academy’s culture is not only 
useful for identifying its effectiveness; it is central to the PoP itself, because a dichotomy 
between the school’s stated holistic and faith-based commitment to its students and the nature 
of its organizational culture would be a significant area to address when planning a solution to 
the problem. Quinn and Rohrbaugh’s (1983) Competing Values Framework (CVF) describes 
three sets of competing values: focus (Is the organization internally or externally focused?), 
structure (Does the organization emphasize stability or flexibility?) and means-ends (Is the 
organization concerned with processes or results?). The framework is useful in understanding 
some key aspects of the Academy’s culture. According to the criteria, my analysis of the 
organizational culture is that it is more externally focused than internally focused, due to the 
pressure on the Academy to satisfy a large group of stakeholders, some of which disagree with 




but stable hierarchical structure. Teachers have a fair amount of autonomy within their 
classrooms, but the emphasis on school mission may inhibit individual initiative and creativity. 
Also, as noted earlier, given the lack of the procedures to ensure that all school operations are 
conducted in a value-based manner, there appears to be more of an emphasis on the ends than 
the means. Despite numerous school initiatives, formal monitoring and retrospective evaluation 
of these initiatives are not part of the organizational culture.  
PEST Analysis 
The PEST (political, economic, social, and technological) analysis is a tool often used in 
business case studies to understand an organization’s larger environment and which dimensions 
of the organization may be in most need of change (Cawsey et al., 2016; Ho, 2014). The political 
dimension was addressed above. The following paragraphs will examine the economic and social 
factors that are relevant to assembling a bigger picture of the environment in which the 
Academy is situated. I have chosen to focus on these two factors as I believe they are the most 
pertinent among the dimensions in understanding the aforementioned PoP. 
Economic Factors. In recent decades, there has been a policy shift in schooling 
towards neoliberalism and the values of efficiency, competition, and profit that neoliberalism 
espouses (Dumas & Anderson, 2014; Rizvi & Lingard, 2009; Stevenson & Tooms, 2010). This 
shift has led to a focus on school performance and a culture and ethic of performativity (King & 
Stevenson, 2017; Robinson & Campbell, 2010). Performativity involves judging productivity 
based on performance and equating the value of an individual or organization with their 
productivity (Ball, 2003). Within the schooling environment, performativity means that the 
value of a child is equated to their academic achievement (Grace, 1998). The ethic of 
performativity has led to schools that have adopted, often implicitly, the value of instrumental 
pragmatism, meaning when ends (increased productivity of the working force) are taken for 




As a result, values-based schools such as faith schools will face competing values, and there is a 
risk that their culture will become focused on secular academic achievement, while the spiritual 
and moral messages of their missions take on a secondary focus (Grace, 2002; Halstead, 2014).  
With this backdrop, it is quite natural for the Academy to also struggle to implement its 
holistic and faith-based approach in an environment where it itself as an institution, through 
standardized test scores and other measures, and its students, are being evaluated within a 
neoliberal culture of performativity and academic achievement. Ali (2018) posits that due to the 
influence of neoliberalism, Muslim schools inevitably move away from their founding vision of 
being utopian, not-for-profit schools, where students receive an authentic Islamic education 
along with a modern science and technology education in a compassionate, caring, and fair 
school culture. They are forced to transform into corporate, for-profit schools, where Islam is 
relegated to select products, such as Arabic and Islamic Studies, and there is a focus on 
professionalism and qualification of staff at the expense of Islamic knowledge and ethics (Ali, 
2018).  
School parents are a powerful stakeholder group within the Academy. Their power stems 
from the Academy’s need for tuition as well as donations that are primarily solicited from 
parents. In order for the Academy to move to a wider adoption of holistic and faith-based values, 
it will need to address parents who have been affected by neoliberal values and the culture of 
performativity, and to encourage them to adapt a higher set of values derived from a holistic 
view of a human being and the Islamic faith. Transformational leadership empowers 
constituents by calling them to higher moral standards (Northouse, 2019). Numerous studies 
have demonstrated the effectiveness of transformational leadership (Northouse, 2019; Yukl, 
1999). Addressing the PoP through a transformational process will therefore be conducive for 




Social Factors. Scholars of the history of Islamic schools in North America have 
typically distinguished between Muslim schools, where Islamic etiquette and laws pertaining to 
food and drink, group worship, and dress code are observed, and Islamic schools (Douglass & 
Shaikh, 2004; Memon, 2019). Islamic schools seek to go beyond an outer commitment to Islam, 
and to model the school environment, curriculum, and pedagogy on traditional sources of 
Islamic knowledge (Douglass & Shaikh, 2004; Memon, 2019). This is in line with the holistic 
goals of Islamic education: moral growth, spiritual growth, and well-being (Dangor, 2014). Yet 
Islamic schools in North America have commonly employed the same measures of success as the 
dominant education paradigm, such as exam results (Niyozov & Memon, 2011). These measures 
overshadow the holistic goals of the Islamic education and as such, Islamic education in the 
West has not been able to fulfill its promise (Niyozov & Memon, 2011).  
In a more recent assessment of Islamic schooling in North America, Memon (2019) 
posits that with the coming to age of the second generation of Muslim immigrants, Islamic 
school leadership has now moved to individuals who have different priorities and critical voices. 
There has been a shift in focus from pedagogy (how to teach and learn about Islam) to praxis 
(how to live and practice the teachings of Islam), and the previous typology of Muslim vs. 
Islamic schools needs to be revised to encompass more nuanced understandings of what is 
Islamic (Memon, 2019). A focus on praxis is consistent with the PoP, which highlights a divide 
in practice between the stated and lived mission.  
Elleissy (2018) suggests that Muslim schools should adopt a holistic approach towards 
spirituality through five practices: educators and administrators leading by example, curriculum 
that appeals not only to the mind but also the heart, one-to-one mentoring of students, spiritual 
development sessions and retreats, and a framework for reviving spirituality and ethics in 




spirituality accords with the PoP’s focus on upholding the holistic school mission and Islamic 
values in all areas of schooling.   
Questions Emerging from the Problem of Practice 
The stated PoP and framing of the problem within its larger context raise potential lines 
of further inquiry. Three key questions are: Is living the school mission achievable, or is the 
school mission overly ambitious? How is this an Islamic problem? And how does a COVID-19-
affected school year bias evaluative perspectives? 
Is Living the School Mission Achievable, or is the Mission Overly Ambitious? 
The PoP identified the apparent lack of procedural and structural elements to ensure 
that the holistic and Islamic faith-based approaches contained in the school mission are upheld 
in all aspects of the school. However, the analysis above identified significant factors within the 
school’s context that influence the Academy to favor performative and academic standards over 
other, holistic measures of success. These factors include powerful stakeholders who may not be 
aligned with the school’s mission, a culture of schooling that is heavily influenced by 
neoliberalism, and a school staff that may not be accepting of initiatives that would involve extra 
work. In light of these factors, is it feasible for the Academy to fulfill such a grand mission? Does 
the problem lie in the lack of procedure and structure or in an overly ambitious mission? 
Niyozov and Memon (2011) suggest that if an Islamic school does not facilitate holistic 
excellence for its students and cannot provide a meaningful way for the students to integrate 
into the larger society, such a school may not be worth pursuing as an Islamic entity. Similarly, if 
a feasible solution cannot be found to address the stated problem, it may be worth suggesting a 
change initiative that would involve re-examining the very purpose of the school.  
How is this an Islamic Problem?  
Examining inconsistencies between what is said and done, and thereby identifying the 




of any organization (Schein, 2010). How does the context of an Islamic school situated within a 
larger Muslim faith community lend uniqueness to the PoP? This line of inquiry is important in 
formulating a solution that will not only be a best fit for the Academy but will also serve as a 
gauge for evaluating theories and models that may need to be modified to accommodate a faith-
based population. 
How Does a COVID-19-affected School Year Bias Evaluative Perspectives? 
I joined the Academy while it was in the midst of dealing with the 2020 COVID-19 
pandemic. My judgment is clouded by experiencing a school that has struggled to offer a hybrid 
model of distance learning and in-person classes while adhering to strict stated-imposed health 
restrictions. In such circumstances, it is only natural for certain facets of the school to operate in 
survival mode and therefore fall short in living up to the larger school mission. Additionally, 
various aspects of fulfilling the stated mission may require in-person schooling. 
Leadership-Focused Vision for Change 
The previous section of this paper explored a PoP related to the lack of procedures and 
structures to ensure that the Academy’s faith-based values and holistic approach are diffused 
throughout all aspects of the school and that it practices what it preaches. This section discusses 
the nature of the change being proposed: What is the difference between the proposed vision 
and the current state of affairs? How important is this change relative to the Academy’s overall 
priorities? And what drivers will be used to motivate change?  
The Gap Between the Present State and Envisioned Future 
This section articulates the gap between the present state of the Academy and an 
envisioned future state in which the identified problem has been addressed. The desired state 
will be contrasted with the present state for the Academy’s significant stakeholder groups in 





Academy students are currently exposed to the stated values of the school’s mission in 
outward aspects of schooling, such as Islamic studies classes, school dress code guidelines, and 
faith-themed assemblies throughout the week. In the desired vision, student learning from the 
school’s hidden curriculum that is derived from interaction with fellow students, teachers, and 
administration will be aligned with the same values. The amount of formal Islamic curriculum 
will also be reduced since a portion of its content will be conveyed and perhaps better retained 
through the hidden curriculum.  
Teaching and Support Staff 
Teachers and support staff members are currently exposed to the mission aspect of the 
school in a variety of ways: 
• Professional development for staff prior to the school year includes 8-10 hours dedicated 
to mission-related topics.  
• In the weekly staff meeting, a Mission Team member presents an inspirational talk 
emphasizing the mission-driven purpose of the school, appreciating the staff’s efforts, 
and motivating staff members to see their work as a holistic duty to nurture the whole 
child. The talk also provides teachers with deeper insight into Islamic pedagogy. 
• In areas such as science and English language arts, the formal curriculum lacks faith-
based material. To compensate for this, teachers are expected to plan Islamic integration 
into their lessons at least once a week. 
• The Mission Team is accessible for consultation as to how teachers can incorporate 
components of the mission into their lesson planning.  
In the desired state, staff exposure to mission-related values will not be limited to formal 
mechanisms such as training and staff meetings. Rather, similar to the desired student 




interaction with fellow staff members and the school administration. Their supervisors will care 
for them and value them in a holistic manner. The onus for providing Islamic integration will 
not be put on staff members who may lack necessary training to locate appropriate Islamic 
material and to integrate this material in a genuine manner. Rather, they will be provided with a 
curriculum that has been curated based on the mission’s values.  
Staff, in turn, will be expected to reciprocate this treatment to all members of the school 
community. Staff will care for the success of students in a holistic manner and will be acutely 
aware that their attitudes and behavior towards students may be a greater source of learning 
than the school’s formal curriculum.  
Management 
The Academy’s administration team (consisting of the HoS, academic directors, and 
behavior coordinators) is responsible for day-to-day school operations. The extent of their 
involvement with the school’s mission is to facilitate the participation of the Mission Team in 
pre-scheduled school activities (such as assemblies, classroom visits, and training) as well as 
unscheduled events (such as behavior escalations that necessitate religious consultation). In the 
desired state, the dichotomy between management and mission will continue to exist but only 
for the purpose of the division of duties. On a practical level, the administration team will live 
the school’s mission and demonstrate its values in the school’s operations (including 
communication and HR) and decision making (including admissions and discipline).  
Parents 
In the desired state, parents of Academy students will be presented with a clear, 
compelling vision of what a holistic, values-based Islamic school is meant to be like. This vision 
will help prospective parents make better informed decisions about whether to enroll their 




parents (Epstein, 2011) in order to ensure that the holistic and value-based approach taken by 
the Academy is supported in the home environment.  
Community 
The larger faith-based community in which the Academy is situated has varying 
sentiment towards the school. Achieving the desired state will reflect the unique identity of the 
Academy to the larger community. The communication plan for the change process will need to 
be crafted carefully to avoid greater polarization among the Academy’s advocates and naysayers. 
Ultimately, a successful change initiative will provide school advocates with further arguments 
to justify the Academy’s presence due to its uniqueness. 
Priorities for Change 
Convincing organizational leaders of the need to change requires presenting the change 
idea in relation to organizational goals, plans, and priorities (Cawsey et al., 2016; Dutton et al., 
2001). The Academy is already committed to a five-year transformation plan that includes the 
establishment and monitoring of four school-wide learning outcomes derived from the school’s 
mission: academic excellence, service, compassion, and understanding (The Academy, 2020b). 
The desired change will directly address the latter three learning outcomes and will therefore be 
received well. On the other hand, it is important to reflect moral leadership by communicating 
the potentially negative ramifications of the change to the decision makers. Even though a focus 
on values will likely lead to holistic achievement, addressing the identified PoP may pull away 
some Academy resources from focusing on the first learning objective, academic excellence.  
Also, another pillar of the Academy’s transformation plan involves increased enrollment 
and tuition income (The Academy, 2020b). The change may lead some parents who are not 
aligned with the school’s mission to consider leaving, and therefore negatively impact 
enrollment. In the long run, however, the move will attract more enrollment due its positioning 





In this OIP, change drivers refer to “events, activities, or behaviors that facilitate the 
implementation of change” (Whelan-Berry et al., 2003, p. 100), as opposed to external factors 
that trigger the need to change (Whelan-Berry & Somerville, 2010). This section elaborates upon 
three context-specific change drivers: leadership style, training, and communication.  
Leadership Style 
Leaders play an important role in driving change through communicating a clear vision 
in a hopeful, passionate, and inspirational manner and modeling the change initiative in their 
individual actions and behavior (Beatty, 2016; Rafferty et al., 2013; Whelan-Berry & Somerville, 
2010). In the Academy’s context, this would first involve my personal commitment to live the 
mission of the school in the form of a holistic faith-based life that reflects the values enshrined 
in the school’s mission. Second, I will present the vision to the Mission Team and convey the 
importance of their supporting the change initiative and leading by example. The concept of 
calling to others with action and example fits well with Islamic leadership theory, which draws 
upon the divinely sent prophets as exemplary leaders (A. J. Ali, 2009). Under this model, 
leaders are compassionate, confident, and flexible. Rather than forcing their authority upon 
others through coercion and authoritative practices, their followers admire them, grant them 
legitimacy, and willingly institutionalize what they advocate (A. J. Ali, 2009).  
Training 
 Another common change driver that facilitates change implementation is change related 
training, which can convey the skills, values, and frameworks related to proposed changes 
(Whelan-Berry & Somerville, 2010). Individuals typically need to believe that the change has 
benefits for themselves and their jobs (“What’s in it for me?”) in order to be ready for change 
(Beatty, 2016; Napier et al., 2017; Rafferty et al., 2013). In contrast, training for Academy staff 




Quinn, 2011, p. 754), tapping into the capacity that people have for caring and helping beyond 
self-interest (Wellman & Quinn, 2011). This value aligns with spiritual leadership, which seeks 
to promote an organizational spirit of altruistic love, care, and compassion to others (Egel & Fry, 
2017).  
Communication 
Effective, high-quality communication regarding change is a key driver of change, and 
lack of communication is a cause for failure (Beatty, 2016; Rafferty et al., 2013; Whelan-Berry & 
Somerville, 2010). The lack of internal and external protocol and procedures for communication 
has already been cited as an outcome of the PoP. Preceding the proposed change initiative with 
effective communication regarding the change will set a healthy precedent for addressing the 
communication-related gap.  
Organizational Change Readiness 
A significant factor in allowing organizational change to occur is organizational change 
readiness, or the alignment of organizational members’ beliefs and values with those of change 
leaders (Holt, Armenakis, Feild, et al., 2007; Rafferty et al., 2013). This section will examine the 
organizational change readiness of the Academy by considering three pertinent issues: When 
should change readiness be assessed? How ready is the Academy for change? And what are 
some ways of addressing internal and external forces that may trigger conflicting change? 
When to Assess Change Readiness 
Based on prior research conducted by Armenakis and Bedeian (1999), Holt et al. (2007) 
state that organizational change readiness depends on four primary factors: internal context 
(Where is the change occurring?), change-specific content (What is changing?), process (How is 
the change occurring?), and individual attributes (Who is implementing the change?). Some 
researchers have produced scales that generically measure an organization’s change readiness 




Douglas, 2009), while others have developed scales that take into account change-specific 
content and process (e.g., Armenakis et al., 2007; Holt, Armenakis, Feild, et al., 2007). The 
former are therefore suitable for application prior or concurrent to a specific change to assess 
general organizational readiness for change. The latter, however, are only applicable within the 
context of specific change content and process.  
A preliminary readiness assessment of the Academy towards the change vision is 
provided below. However, a more comprehensive assessment of change readiness will occur as 
part of the change implementation process and will gather implementer and change recipient 
perspectives on specific change-related content and process (Holt, Armenakis, Feild, et al., 
2007). This assessment will need to be aligned with the communication channels the Academy 
uses to regularly gather feedback from key stakeholders. 
Preliminary Assessment of the Academy’s Change Readiness 
This preliminary measure of change readiness makes use of Judge and Douglas’ (2009) 
8-dimensional OCC (Organizational Change Capacity) scale derived from their comprehensive 
review of change literature and subsequent industry surveys. Judge and Douglas (2009) 
constructed their scale from the lens of the organization, and the scope of its dimensions are 
organizational in nature. This assessment is being conducted in the context of the short duration 
of my time with the Academy and my inability to comfortably grasp the nature of the 
organization in normal times due to the impact of the COVID-19 pandemic. Judge and Douglas’ 
(2009) scale, in comparison to Cawsey et al.’s (2016) 36 readiness-for-change questions, is 
relatively lightweight, easier to apply, and therefore more suitable for the context.  
Application of the OCC Scale to the Academy 
The subsequent paragraphs will consider each of the scale’s dimensions in turn and 




Trustworthy Leadership. For parents to choose the Academy over a multitude of 
other local options—including other Muslim schools, private schools, and public schools—shows 
a degree of confidence in the school and its direction. A high year-to-year rate of staff retention 
demonstrates a level of satisfaction among staff members. The involvement of seminary-trained 
individuals in the Mission Team and the role of the Mission Team in guiding the school are 
factors that secure trust in the faith community because of the considerable respect the local 
community affords traditional religious scholars.  
Trusting Followers who can Constructively Dissent or Willingly Follow. The 
Academy has a culture of regularly seeking feedback from parents and staff through monthly 
surveys. The management appears to consider perspectives that run contrary to their chosen 
direction in a serious manner. The Academy’s family handbook establishes a grievance 
procedure that parents can follow to draw the attention of the board of directors to matters they 
feel the management has not dealt with correctly (The Academy, 2020a). Weekly staff meetings 
provide updates to staff members on administrative decisions and procedures. The format of the 
meeting encourages participants to ask questions and express their dissent openly.  
Capable Champions (Ability to Attract, Retain, and Empower Change 
Leaders). The establishment of a Dean of Mission position as well as the Mission Team are 
indicators that the organization as a whole is deeply committed to preserving and furthering its 
mission. In my role as Dean, I will be the primary change leader, and the Academy, thus far, has 
demonstrated its commitment to supporting and empowering me.  
Involved Mid-Management to Link Senior Executives with the Rest of the 
Organization. The Academy’s staff consists of less than 20 individuals and its organizational 
hierarchy is fairly flat (HoS – Directors – teacher/support staff members). The HoS (the senior 




Innovative Culture. The Academy has recently taken measures to support a variety of 
in-school, hybrid, and online classes during the COVID-19 pandemic while ensuring compliance 
with shifting state guidelines for school reopening. This is indicative of a school culture that is 
creative, resourceful, responsive and flexible (Harris & Jones, 2020). 
Accountable Culture. This dimension is of particular concern, because until now, I 
have observed the school administration sometimes struggle to meet deadlines for issues that 
are not considered as vital to the day-to-day running of the school. This could be due to the 
pandemic, or it could stem from a deeper, cultural issue.  
Effective Communication Vertically, Horizontally, and with Customers. The 
lack of communication protocol and guidelines was previously identified as an example of the 
dichotomy between the lived and stated mission of the Academy. Using Browning et al.’s (2011) 
model that lists six characteristics of positive organizational communication as a tool for 
evaluation, the Academy’s communication is inclusive and solution-oriented, but can improve 
its positivity and effectiveness by becoming more respectful, supportive, future-oriented, and 
collaborative.  
Systems Thinking. The relatively small size of the Academy (Weiss et al., 2010) allows 
for change leaders within the organization to consider the bigger picture when making 
decisions. However, the PoP indicates that there is further room for applying systems thinking 
to the mission-related aspects of the Academy.  
Evaluation Summary 
The evaluation conducted above shows that according to five dimensions (trustworthy 
leadership, trusting followers, capable champions, senior executives linked with the 
organization, and innovative culture) the Academy seems to have a high level of change 




and systems thinking. These three dimensions will be addressed in the forthcoming approach to 
devising a solution and its change implementation plan.  
Competing Internal and External Forces that Shape Change 
Until this point, this chapter has been primarily concerned with change related to the 
identified PoP. However, various factors, internal and external to an organization, are influential 
in triggering organizational change. Whelan-Berry and Somerville (2010, p. 177) refer to these 
factors as “drivers of the need for change” as opposed to “change drivers” that are meant to 
facilitate a specific change. This section considers two significant factors that may be the cause 
of competing change efforts, and how the proposed change can be positioned in order to better 
account for those factors.  
COVID-19 
The 2020 COVID-19 pandemic and subsequent school reopening efforts in the fall of 
2020 have resulted in school leadership being asked to “do much more with less” (Harris & 
Jones, 2020, p. 244). In the context of the Academy, an already overburdened staff has had to 
learn new technologies and adopt a hybrid pedagogy. Prior to the school year opening, the 
school administration drafted a reopening plan that went through tens of revision cycles in 
response to shifting county guidelines. As with other schools, parents are deeply concerned 
about the physical, mental, and social impacts of extended online learning on their students; the 
suspension of accountability measures; and the effectiveness of this learning (Zhao, 2020b, 
2021). Various estimates indicate a significant learning loss in the 2020 school year due to the 
pandemic (Zhao, 2020b, 2021).  
When the pandemic ends, there will likely be a strong push for restoring the status quo 
in schools (Zhao, 2020b). It’s possible that an organizational change initiative that addresses the 
PoP may therefore be seen in a negative light. However, a more optimistic outlook is that the 




institutions and to address some of the root problems of these institutions that have been 
present for almost a century (Darling-Hammond et al., 2020; Zhao, 2020a, 2020b). For 
instance, many young people have experienced chronic stress and trauma during the pandemic 
(Darling-Hammond et al., 2020), prompting researchers to predict that the mental health 
impact of the pandemic on students may become a greater problem than the virus itself (Harris 
& Jones, 2020). As a result, beyond addressing the learning loss in traditionally expected 
outcomes of schooling such as reading and math, innovative schools will place more prominence 
on social emotional well-being and a focus on nurturing the whole child (Darling-Hammond et 
al., 2020; Zhao, 2021). Other significant but often less emphasized educational outcomes such 
as attitude towards learning, physical development, and psychological development may also 
receive renewed attention post-pandemic (Zhao, 2021).  
The communication strategy for the proposed change implementation can therefore 
position the pandemic as a catalyst for positive change, in which the Academy will be examining 
pre-pandemic structures and procedures and reforming them to ensure that mission-driven 
values such as care and consideration of the whole child will be given priority.  
Neoliberalism 
In a previous section, viewing the PoP through an economic lens revealed tension 
between the promotion of faith-based values and the pressure for schools to conform to 
neoliberal values. This tension is present in the Academy and at times can be a source of conflict 
when deciding which values to promote. Curriculum choices, staff hiring, and relative 
prominence given to academic success are all examples where faith-based and neoliberal values 
may come into conflict. Neoliberalism is therefore a factor that can drive change in a direction 
that is in conflict with the change proposed in this OIP. Adherence to neoliberal values may be 




A potential way of addressing this factor is to consider that spirituality has a wide range 
of meanings, including an immanent form of spirituality that promotes well-being, purpose, and 
self-actualization without specific mention of God or religion (Sandelands, 2011). An 
organizational commitment to values has become a key strategic differentiator that leads to 
enhanced performance and effectiveness (Dolan & Altman, 2012). Therefore, even though my 
adoption of spiritual and values-based leadership stems from my commitment to Islamic 
leadership and transcendent spirituality, the communication strategy for the proposed change 
implementation can highlight the spiritual component of this OIP in a manner that will be 
inviting even to those who are inclined to secular, neoliberal values. 
Chapter 1 Conclusion 
This first chapter of the OIP introduced a problem of practice relating to the lack of 
procedural and structural elements to ensure that a holistic and Islamic faith-based approach is 
upheld in all aspects of the school. The problem was subsequently framed through structural, 
human resource, political, symbolic, economic, and social perspectives, and three guiding 
questions were identified. A vision for change was presented along with an examination of the 
gaps between the current and desired state from the perspective of key stakeholders. Three 
change drivers for motivating change were identified. The readiness of the Academy for change 
was then analyzed, and external and internal factors that may trigger competing change were 
considered. The next chapter of this OIP will present a leadership framework for diagnosing the 
change and will then analyze information and data about the Academy in order to select a 
preferred change path. The final chapter will present a plan for implementing, monitoring, and 






Chapter 2: Planning and Development 
In the first chapter of this Organizational Improvement Plan (OIP), I identified a 
Problem of Practice (PoP) concerning the lack of procedural and structural elements in the 
Academy, a U.S. Islamic school, to ensure that the school mission, which entails a holistic and 
Islamic faith-based approach, is upheld in all aspects of the school and that it practices what it 
preaches. This second chapter consists of five sections: selection of a leadership model and 
application of this model to the PoP, selection of a framework for leading the change process, a 
critical organizational analysis, evaluation of possible solutions, and consideration of ethical 
responsibilities and challenges.  
Leadership Approach to Change 
This section will address how a selected leadership model will impact leadership 
principles and practices of the Academy to align them with the implementation of its holistic 
and value-based mission. I will first refine my choice of leadership theory by selecting a model 
that will consolidate the different identified theoretical approaches. The next subsection will 
show the application of this leadership model to my context. 
Selection of a Leadership Model 
In Chapter 1, I justified the need to draw upon a combination of Islamic, spiritual, moral, 
and authentic transformational leadership theories to address the PoP. Making use of a specific 
Islamic leadership model will help to leverage the research that has gone into producing the 
model and will simplify the process of applying leadership theory to my context. Also, 
prospective solutions to the PoP that are compatible with Islamic leadership theory will more 
likely be accepted by the stakeholders due to their commitment to the faith. 
I conducted a literature review on Islamic leadership to identify a model that would be 
genuinely Islamic (by drawing on the core teachings of the Qur’an and the Sunnah) but also be 




showed that although a number of scholars have researched the topic of Islamic leadership and 
identified characteristics and practices of Islamic leaders (Abbasi et al., 2010; Al Arkoubi, 2013; 
A. J. Ali, 2009, 2014; A. J. Ali et al., 2000; Brooks & Mutohar, 2018; Egel & Fry, 2017; ElKaleh & 
Samier, 2013; Galanou & Farrag, 2015; Shah, 2006; Toor, 2008), only a handful have 
encapsulated their findings into a model (Abbasi et al., 2010; Brooks & Mutohar, 2018; Egel & 
Fry, 2017; ElKaleh & Samier, 2013; Toor, 2008). Two of these models that were potential fits for 
this OIP will be considered. The subsection will then conclude with an explanation of the third 
model, which is the model of choice.  
Toor’s (2008) Framework for Islamic Leadership Theory  
 Toor (2008) constructed a framework for Islamic leadership, reproduced in Figure B1, 
based on his analysis of Islamic leadership as a “social process in which the leader seeks to 
achieve certain organizational goals by garnering the support from relevant stakeholders – 
primarily followers – while fully complying to Islamic teachings and principles” (p. 26). The 
model features an ongoing exchange between the leader and the follower, both of whom aspire 
to adopt Islamic virtues for themselves and to encourage the other to do the same. Spiritual 
variables, such as service, compassion, and love can have a positive effect on the leader-follower 
exchange (Toor, 2008). Through mediating variables, the model allows for practical 
considerations, such as the effect of the workplace environment and the leader-follower fit.  
Toor’s (2008) framework is an earlier framework, one that he himself presented as an 
initial model to fill a gap that was previously void. Although it offers a useful leader-follower 
paradigm that was since adopted in other models (e.g., ElKaleh & Samier, 2013), it lacks the 
scope of models that were developed subsequently.  
Egel and Fry’s (2017) Model for Islamic Leadership 
Egel and Fry (2017) drew upon Islamic primary sources of the Qur’an and Sunnah and 




leadership model. In Figure B2, the bolded text represents the transposed Islamic equivalent of 
spiritual leadership model components. For example, the combination of Ihsan (excellence) and 
Falah (success in the world and hereafter) are the transposed versions of Vision. One benefit of 
this approach is that the spiritual leadership model has been shown in a number of empirical 
studies to yield positive organizational commitment (Benefiel et al., 2014), and such benefits 
would theoretically apply in the transposed model as well. However, Fry’s (2003) spiritual 
leadership model views spirituality as the source of moral ethics, social responsibility, and well-
being, and does not directly account for the presence of religion or a higher being (Al Arkoubi, 
2013). This is evident in the individual and organizational outcomes in Figure B2, which do not 
contain any specific Islamic elements. A model whose core is derived from Islamic sources and 
that contains Islamically relevant outcomes is more suitable for the purpose of this OIP for 
reasons stated earlier in this section.  
Brooks and Mutohar’s (2018) Conceptual Framework for Islamic School 
Leadership 
Brooks and Mutohar (2018) developed their framework for Islamic school leadership by 
conducting a systematic review of peer-reviewed literature relating to Islamic and education 
leadership post 9/11/2001, along with books on Islam concerning topics related to the outcomes 
of their literature review. Their framework consists of six core leadership values (located on the 
outer ring of the model in Figure B3), along with four domains (the inner circles in the model) 
that represent how and in what ways the leadership values are acted out.  
There are five features of this model that make it attractive for this OIP. First, the 
authors took a systematic approach towards its construction. Second, the model is adaptable for 
different contexts by allowing for incorporation of the leader’s beliefs (the inner circles) and for 
repositioning and redirection of leadership values (the outer circles). Third, the model is 




moral leadership (for Good Counsel and Sincere Conduct) and reflective practice (for 
Reflection). Fourth, the model was designed for the field of educational leadership. Fifth, the 
authors published the model in recent years and were able to incorporate findings of other 
scholars who have contributed to this area. The model does not feature the leader-follower 
paradigm present in other models, but the authors account for this omission by allowing for a 
variety of paradigms to be applied depending on the leader’s belief about leadership (one of the 
inner circles).  
On the basis of the above comparative synthesis and analysis of various conceptual 
frameworks for Islamic leadership, I have selected Brooks and Mutohar’s (2018) model as a 
basis for my leadership approach.  
Application of the Chosen Model to the Academy’s Context 
This subsection will examine how Brooks and Mutohar’s (2018) conceptual framework 
(see Figure B3) can be applied to the Academy’s context. The intended outcome of this analysis 
is to describe an envisioned future stage that reflects aspects of the model. To conduct this 
analysis, I will examine each of the six areas core leadership values of the model while grouping 
values that are related to each other in three subsections below. From each value, envisioned 
leadership principles and practices will be manifested in one or more of the following areas of 
schooling: school leadership, student development, pedagogy, school climate, and school-parent 
relationships. Due to space considerations, the application of the four inner domains of Brooks 
and Mutohar’s (2018) model is left for future research.  
Good Counsel (Nasiha), Sincere Conduct (Ikhlas), and Reflection (Tafakkur) 
The Arabic term Nasiha, translated as Good Counsel in Brooks and Mutohar’s (2018) 
model, or perhaps more accurately in the context of leadership as “sincerity to others” (Fontaine 
et al., 2012, p. 1051), lies at the heart of relationships in the Muslim community (Fontaine et al., 




and the common good as more important than their own personal advantage. Leaders who 
possess Ikhlas will conduct themselves sincerely and purely for the sake of God and the 
community of believers (Ahmad, 2009; Brooks & Mutohar, 2018; Gardet, n.d.).  
The immediate application of these values to the Academy, in the context of upholding 
the school mission, is for the Academy’s school leadership to adopt and practice these values. 
The following subsections provide some examples of how a school leader would act on the basis 
of Nasiha, Ikhlas, and a third value of reflection (Tafakkur).  
Avoiding Hypocrisy. Hypocrisy is a vice that opposes Ikhlas (Gardet, n.d.). Leaders 
will avoid hypocrisy by setting the example of what they would want their constituents to be like 
(Shah, 2006), which in the context of the Academy implies leading a holistic life and practicing 
faith-based values. Imam Ali b. Abu Talib, the seventh century Islamic leader renowned for 
practicing justice and for his wise and practical discussions on governance and leadership 
(Almoharby & Neal, 2013), said, “With respect to their morals, people resemble their rulers 
more than they resemble their fathers” (Al-Majlisi, as cited in Kriger & Seng, 2005, p. 778). 
Leadership as a Responsibility. Leaders who practice the values of Ikhlas and 
Nasiha see power over others not as privilege or a goal to aspire towards but rather as a 
necessary consequence of accepting one’s responsibility and fulfilling God’s trust (ElKaleh & 
Samier, 2013). This sense of responsibility would naturally entail some mechanism to ensure 
that one’s actions are in line with moral standards. Due to Ikhlas being closely tied to one’s 
intention, Ikhlas is an indicator of commitment that is intrinsic and self-motivated (Ahmad, 
2009). School leaders who possess the value of Ikhlas will therefore deliberately engage in self-
reflective practices to consider their and others’ values, ethical stances, actions, and experiences 
(Brooks & Mutohar, 2018; Shah, 2006). In doing so they will gain new insights into their 
practice and consider alternate viewpoints and strategies. This characteristic is represented in 




Criterion for Success. Ikhlas means that leaders will derive satisfaction from fulfilling 
their responsibilities rather than tying success to the outcomes of their efforts.  
Compassion and Care. Due to the value of Nasiha, school leaders possess deep 
compassion and care towards others (A. J. Ali et al., 2000). They are inspired by the example of 
the Prophet of Islam (PBUH), described in the Qur’an (9:128) as “heavily weighs upon him (the 
thought) that you might suffer, full of compassion and mercy towards the believers” (as cited in 
A. Zaman, 2008, p. 121). Leaders are careful not to mislead their constituents in their speech 
and actions and uphold their dignity in all interactions (A. Zaman, 2008; Al Arkoubi, 2013; A. J. 
Ali et al., 2000).  
In addition to school leadership values, the virtues of Ikhlas and Nasiha can also shape a 
vision for change in other areas of the Academy’s schooling operations, three of which will be 
examined in the following subsections. 
Teachers. Because Ikhlas involves self-motivation and working for the sake of God as 
opposed to worldly reward (Ahmad, 2009; Gardet, n.d.), teachers with the value of Ikhlas will 
have intrinsic motivation to work in their capacity as educators. The spirit of Nasiha will allow 
them to see their teaching as an act of Islamic benevolence and a labour of love as opposed to 
being just a job. Their sincere intention will give them joy even when their efforts are not 
ostensibly appreciated by their students, their students’ families, or their leaders. Their 
commitment to moral actions and justice will imply equitable treatment to all students, even 
those they find to be particularly irksome.  
Staff Culture. Staff culture will also be affected by these values. Islam promotes the 
spirit of compassion and cooperation over competition (A. Zaman, 2008). In that spirit, 
individuals love for others what they love for themselves, and see other’s success as their own 
success (Al Arkoubi, 2013). Staff members will therefore treat each other with sincerity, 




Pedagogy and Curriculum. The value of Ikhlas implies that success is predicated on 
higher standards than mere academic performance. Pedagogy and curriculum would therefore 
have to be modified accordingly. Since Ikhlas involves dedication to the community and God as 
opposed to one’s self (Gardet, n.d.), in addition to religious teachings about God and the moral 
vice of self-centeredness, students would need to learn about the role of the community and the 
Islamic value that social interests take precedence over individual interests (A. Zaman, 2008; 
ElKaleh & Samier, 2013). The community includes the larger society in which the Academy is 
located. There is a need to uphold respect and avoid discrimination, even with those who differ 
in their choice of values (A. J. Ali, 2014). Students would be awarded and recognized not solely 
on the basis of academic performance, but also on the basis of how much they strived and for 
what purposes. Career guidance offered to students will reflect the value of Nasiha, wherein 
students will consider the ethical and altruistic components of their career planning.  
In summary, the values of Ikhlas, Nasiha, and Tafakkur have wide-ranging implications 
on areas for change within various aspects of the Academy’s procedures and operations, and will 
affect leadership, teaching, staff culture, pedagogy, and curriculum. The next section will 
consider the two other sets of values from Brooks and Mutohar’s (2018) model.  
Consultation (Shura), Dissent (Ikhtilaf), and Public Interest (Maslaha) 
Consultation or consultative discourse (Shura) and dissent (Ikhtilaf) are for leaders to 
consult with their followers on matters relating to decision making and to graciously allow for 
dissent in a process of shared influence (Ahmad, 2009; Brooks & Mutohar, 2018). Maslaha 
(public interest) is for leaders to act according to the sake of public interest as opposed to their 
own interest (Brooks & Mutohar, 2018). According to Islamic teachings, an institution such as a 
school that is meant for the public good can’t be seen as one’s personal property (Abbasi et al., 
2010). Leaders must, out of fairness, consult their constituents and allow for dissent (Abbasi et 




because their relationship with the leader is based on their sincere relationship with God (Toor, 
2008). They should not, therefore, remain silent when they see their leaders err, but rather 
engage in the consultative Shura process and express their dissent (Toor, 2008). 
According to these values, any solutions that will be presented in future sections of this 
proposal should include a significant component of consultation and room for dissent in order 
for the solution to align with the chosen leadership model. These values will be revisited towards 
the end of this chapter when analyzing the ethical aspects of the change process, and as part of 
the communication plan in Chapter 3.  
Encourage Right, Discourage Wrong (Al-amr bi‘l ma‘ruf wa al nahi ‘an al-
munkar), and Public Accountability (Hisba) 
The remaining three values that comprise Brooks and Mutohar’s (2018) Islamic 
leadership model are encouraging right and discouraging wrong (al-Amr bi’l Ma’roof and an-
Nahy ‘anil Munkar, abbreviated as Amr and Nahy for the remainder of the OIP) and public 
accountability (Hisba). Amr and Nahy refer to a leader’s role in commanding to or encouraging 
what is morally right, and forbidding or discouraging what is morally wrong in order to establish 
and maintain justice (Brooks & Mutohar, 2018). Hisba is related to Amr and Nahy and can 
either refer to the public authority that enforces Amr and Nahy (Cahen et al., n.d.) or to the 
concept of leaders being accountable to God and the general public in exercising their power in a 
responsible manner (Brooks & Mutohar, 2018). 
Concerning the envisioned change for the Academy, the leadership values of Amr and 
Nahy impact school curriculum that includes specific teachings for students about what is 
approved and what is morally intolerable (Merry, 2007). The hidden curriculum, consisting of 
implicit messages and values derived from interaction with staff and fellow students (Merry, 




Change initiatives addressing the values of Amr and Nahy would need to take place in a 
nuanced manner and would need to be in conjunction with other values that are part of Brooks 
and Mutohar’s (2018) model. Also, the strategy used may differ depending on the age of the 
students involved. Merry (2005a) states that children and youth can experience cultural 
coherence differently at various stages of development. In the first stage of learning, children 
need to identify with the values, attitudes, narratives, and social roles of their parents and 
immediate community, particularly when those values are at odds with the dominant majority’s 
values. Such an approach provides for healthy learning outcomes and a firmer sense of identity. 
However, at a second teenager/adolescent stage, as the circle of trust for children begins to 
expand, another pedagogical strategy should be adopted where they are presented with differing 
cultural and religious norms and truth claims. This will allow the children to both develop 
respect for other traditions and to develop more confidence about their own commitment while 
also being able to revise their identity (Merry, 2005a, 2007).  
The values of Amr and Nahy imply not only educating students about what is right and 
wrong but also establishing the grounds for students to willfully adopt the values that the school 
promotes. This calls for a process of character development. This process cannot occur in 
isolation but rather will require a high level of interaction with parents, in which collaborative 
school-parent relationships are built on trust, dialogue, reciprocity (Peterson, 2017).  
Framework for Leading the Change Process 
This second section of Chapter 2 first explores the use of Shaked and Schechter’s 
Systems Thinking for Holistic Leadership (2017) (STHL) framework for leading the change 
towards adopting holistic and faith-based values in the Academy’s procedures and structure. 
Then, the suitability of this framework for my context and its compatibility with my chosen 
leadership theory will be examined. The final subsection will consider how each of the four 




Overview of the STHL Framework 
The STHL Framework (see Figure B4) is based on the theory of systems thinking. 
Systems thinking is a discipline for seeing the wholes instead of the parts, and interrelationships 
and patterns instead of things and snapshots (Senge, 2006). It is meant to diagnose complex 
problems and arrive at strategic solutions for them (Senge, 2006). Systems thinking consists of 
two major elements: (a) rising above individual components of the system to see the system as a 
whole, and (b) considering each of the individual components of the system in the context of the 
whole (Shaked & Schechter, 2017). STHL makes use of these two elements as its base and builds 
upon them to describe four characteristics that guide school leaders towards holistic and 
systems thinking efforts: leading wholes, adopting a multidimensional view, influencing 
indirectly, and evaluating significance. The authors pinpointed these characteristics as being 
particularly impactful in developing systems and holistic thinking for educational leaders on the 
basis of qualitative research conducted with school principals at varying stages of their careers. 
STHL does not stipulate structured steps that school leaders should follow in order to 
address problems in their context. Rather, it represents a set of non-structured approaches that 
guide the application of systems thinking in the educational context. Predetermined models, 
according to the authors, do not accurately take into account the specific school reality on the 
ground (Shaked & Schechter, 2017, 2020).  
Michael Fullan’s evaluation of STHL appears in the preface of Shaked and Schechter 
(2017). Fullan asserts that STHL as a framework for school improvement and deep change on 
the basis of systems thinking is amazing and unprecedented. It preserves the 
comprehensiveness and depth of systems thinking while still being practically applicable to 




Context-specific Compatibility of the Model 
Cameron and Green (2019) compared and contrasted nine popular change frameworks 
developed by key authors in the field of change management. They found that authors of these 
frameworks viewed organizations with one or more of four metaphors: machines, political 
systems, organisms, and flux-and-transformation. Of these four, the flux-and-transformation 
metaphor was the only one they found suitable for describing how change really happens in a 
turbulent world. Other metaphors fall short in presenting an accurate perspective on change in 
complex organizations. For example, frameworks based on the machine metaphor assume that 
change can be neatly defined as a technical problem that can be solved with a technical solution 
(Cameron & Green, 2019). Such frameworks assume that the desired business outcome is 
known, and then proceed to describe various steps to be followed to achieve this outcome (Galli, 
2018). This approach may be beneficial for isolated issues but is not as useful when 
organizations are facing complex, unknown change that requires effort to identify the best 
approach (Cameron & Green, 2019).  
In my context, the identified PoP is holistic for two reasons. First, the stated school 
mission includes holistic development for students, and the desired state for the organization 
involves a holistic perspective on all areas of schooling. Second, a gap between the lived and 
stated mission can be perceived in multiple areas of the Academy’s activities. Change models 
that view the organization as a machine appear to be overly prescriptive and using one of them 
to address my PoP may result in straying away from the holistic nature of the school mission. 
Frameworks that view organizations with the flux-and-transformation metaphor are therefore 
more suitable for the holistic nature of the problem.  
The authors of STHL view a school as a complex adaptive system that undergoes 
continuous change and emergent order (Shaked & Schechter, 2020). This is in line with 




and incorporate multiple dimensions (Shaked & Schechter, 2017). It therefore applies well to my 
slated, complex responsibility of upholding and furthering the school mission in all aspects of 
the school’s operations.  
For these reasons, STHL holds potential for being an effective model in diagnosing the 
identified PoP and deriving potential solutions for it. It is also compatible with my preferred 
leadership style due to two reasons explained in the following paragraphs.  
First, STHL incorporates personal learning and growth into its model, and details how 
school leaders can become holistic leaders with a systems thinking approach (Shaked & 
Schechter, 2017). This is in line with my identification with Islamic and spiritual leadership 
theories, which state that a leader should practice Tafakkur (self-reflection) as well as 
authenticity and self-mastery (Brooks & Mutohar, 2018; Dhiman, 2017).  
Second, STHL can be adapted to incorporate the fundamental Islamic concept of 
Tawhid, or belief in God’s uniqueness and transcendence (Al Arkoubi, 2013). Tawhid involves a 
vertical aspect of faith and reliance on God, and a horizontal aspect that manifests in how one 
interacts with God’s creation (Kriger & Seng, 2005; N. Zaman & Asutay, 2009). The horizontal 
dimension of Tawhid, on a practical level, involves constantly assessing one’s actions, beliefs, 
thoughts, and intentions for compliance with Islamic law and faith (N. Zaman & Asutay, 2009). 
STHL can encompass the horizontal dimension because it expects that holistically thinking 
school leaders will simultaneously consider various aspects and dimensions in decision making 
and leadership.  
STHL views challenges within the educational context as typically being complex but also 
interconnected. The framework suggests the use of an indirect approach when responding to 
these problems, with the expectation that through mutual influences, solving a few problems 
will lead to other problems being solved indirectly (Shaked & Schechter, 2017). This 




resolution of problems, efforts that leaders make are indirect in the sense that ultimate success 
is to be attributed to God.  
Four Characteristics of the STHL Framework 
The previous section introduced the STHL Framework and demonstrated its suitability 
for addressing the identified PoP. The subsections below present an overview of each of STHL’s 
four characteristics (see Figure B4), summarized from Shaked and Schechter (2017, 2020), 
along with a preliminary exploration of how each characteristic can be a means of diagnosing 
the PoP and identifying potential solutions for it. 
Leading Wholes 
Under this characteristic, school leaders go beyond treating their schools as entities of 
systems and subsystems. Rather, they view the school as a whole system that is derived from 
these components, because the whole is what gives meaning to their organization. Instead of 
focusing on each component of the organization in isolation, leaders derive more benefit by 
optimizing the interaction between different parts, such as community-school and parent-school 
relationships. School leaders uphold their school mission and distinguishing principles 
holistically in all areas of school life. Projects are introduced through a holistic vision of the 
complete project as opposed to detailed lists of specific activities. School leaders also see 
themselves holistically in relation to the school and expect that their staff members do the same. 
As such, leaders feel ownership of the school’s vision and purpose, and sense responsibility to all 
students in the school.  
Change leaders in the Academy may apply this characteristic in the following three ways:  
• Identify all factors and stakeholders that affect student adoption of faith-based values: 
fellow students, teachers, parents, community members, and potentially negative 




• Desirable organizational states such as students’ adopting faith values, and teachers’ 
viewing a child holistically, need to themselves be examined holistically. They may 
require preliminary steps, such as winning over the hearts of children for the former and 
seeing oneself holistically for the latter.  
• Improve the quality of the interaction between different parts of the organization, such 
as school-parent relationships and leadership-staff relationships, as a means of 
improving the individual components.  
Adopting a Multidimensional View 
This characteristic indicates there are multiple options available for any given situation 
due to the complex nature of a school’s environment. School leaders who adopt this view 
therefore see most problems as stemming from a number of potential causes. For example, 
pedagogical improvement will involve not only the instructional domain but also emotional and 
occupational considerations. Similarly, some problems may be treated with a variety of 
solutions. School leaders creatively try different approaches at different times, or even embrace 
a solution that incorporates contradictory views of the problem. Solutions to problems are 
structured in an inclusive manner that involves multidimensional processes and domains.  
In the context of the Academy, there are obvious causes for a gap between the stated and 
lived mission of the Academy in some areas of the school, such as the lack of finances to hire 
staff who can focus on mission implementation, and the lack of suitable faith-based curriculum 
in areas such as science and language. Change leaders ought to look beyond these parts to find 
deeper rooted causes. 
Influencing Indirectly 
The third characteristic of STHL advocates for school leaders to take indirect approaches 
in dealing with school problems. The authors of STHL provide several examples that illustrate 




indirectness. First, avoid being involved directly in order to reduce conflict. Second, do not try to 
solve all problems; by addressing a few problems, through mutual influences, other challenges 
will in turn be minimized. Third, when a potential cause for an effect is observed, don’t view the 
cause in isolation, but rather as part of a system, where any change to the cause will not only 
alter the effect but also impact the system as a whole. Fourth, consider taking an indirect 
approach to solving problems rather than a direct and immediate approach.  
This characteristic may be applied by identifying the strategic elements of the system 
that could potentially trigger widespread change if improved. For example, a mission-driven 
staff culture may instill a mission-driven student culture. Similarly, teachers who lead holistic, 
faith-based lives may influence students to do the same. If parents successfully establish home 
environments that reflect the mission, these environments may automatically influence the 
school environment to be closer aligned with the mission. Alternatively, an effective 
communication strategy for the mission across all stakeholders may be a catalyst for the 
different components to work towards adopting the mission. 
By initially addressing how to permeate a subset of the mission through the school (for 
example, one or two key faith-based values), or a subset of the targeted stakeholders (for 
example, select grades from elementary level students as opposed to the entire student body), 
the grounds may be established for a later initiative to address the other parts of the mission. Or, 
through mutual influence, addressing a part may positively affect the whole. For example, 
strategically networking with organizational influencers, such as the Mission Team, can 
collaboratively influence other stakeholders.  
Evaluating Significance 
The fourth and final characteristic of STHL is for school leaders to assign priority to 
issues in accordance with their significance at a system-wide level, instead of viewing every issue 




may be flagged, from a systems perspective, as potentially triggering major consequences and 
must therefore be dealt with at a higher priority. Based on this characteristic, school leaders 
determine strategically whether to deal with an issue immediately or later, and whether to be 
involved directly or to instead support others to be involved. Being able to correctly assess the 
priority of an issue requires school leaders to be aware of the school’s main priorities and to use 
them as criteria for evaluation.  
In light of this characteristic, potential solutions for the PoP should be holistically 
evaluated on the basis of criteria offered by the school mission and vision, as well as the findings 
of the Influencing Indirectly characteristic.  
Critical Organizational Analysis 
This third section of Chapter 2 presents a critical organizational analysis to identify 
specifically what needs to change in the Academy’s structure and procedures so that it can 
uphold its faith-based, holistic mission in all aspects of the school. The findings from previous 
analyses that will be influential in determining the needed change will first be summarized. They 
will then be synthesized into four areas of change, and the chosen framework for change will be 
used to refine the understanding of what change will look like.  
Summary of Previous Analyses 
This subsection summarizes findings from three previous analyses that are relevant to 
understanding what needs to change: organizational readiness for change, a gap analysis 
between the current and envisioned state of the Academy, and the application of my chosen 
leadership theory to understanding the desired state of the Academy. 
Organizational Change Readiness 
 The application of Judge and Douglas’ (2009) OCC scale presented in Chapter 1 revealed 
that on the positive side, the Academy has trustworthy leadership; trusting followers who can 




culture. Three areas where the Academy needs to improve in order to enhance its OCC are: (a) a 
culture of accountability; (b) respectful, supportive, future-oriented, and collaborative 
horizontal and vertical communication; and (c) systems thinking demonstrated by the school 
leadership. COVID-19 and neoliberal values that permeate the greater educational system are 
competing forces for any change initiative.  
Gap Analysis 
Chapter 1 also included a preliminary gap analysis of the envisioned change that yielded 
five outcomes. First, the hidden curriculum of the school will be aligned with the explicit 
curriculum. Overtly Islamic teachings in the explicit curriculum will be reduced, and school 
curriculum will integrate Islamic values in all subjects. Second, the school leadership will 
demonstrate the value of holistic care for staff members. They will live up to the school mission 
in operations (including communication and HR) and decision making (including admissions 
and discipline). Third, staff culture will consist of values such as compassion and siblinghood. 
Fourth, the staff will care for the success of students in a holistic manner and will impart the 
school mission in the relationship they have with students. Fifth, the Academy will form a 
partnership with parents, and parents will uphold the mission in the home environment.  
Areas of Change Informed by Leadership Theory Framework 
The first section of this chapter applied Brooks and Mutohar’s (2018) Islamic School 
Leadership model to the context of the Academy. Values of Nasiha (sincerity to others), Ikhlas 
(sincere conduct), Tafakkur (reflection), and Hisba (public accountability) apply to school 
leadership in the form of reflective practice, leading by example, and external accountability. 
These values will be adopted by teachers in their holistic and just treatment of students and will 
be demonstrated in staff culture and interpersonal relationships in the form of love, 
compassion, cooperation, and trust. Pedagogy, curriculum, and evaluation will also need reform 




intention. Values of Shura (Consultation), Ikhtilaf (Dissent), and Maslaha (Public Interest) 
imply that change initiatives will include a significant component of consultation and room for 
dissent. Based on Amr and Nahy (Encouraging Right and Discouraging Wrong), the school will: 
(a) teach Islamic moral values; (b) influence students to adopt them through a process of 
character development; and (c) provide the grounds for the adoption of these values. This 
process will be carried out in a nuanced manner, while acknowledging the need for different 
strategies at different development stages of the students. The strategy will advocate embracing 
identity and feeling comfortable with one’s personal choice of moral values, while demonstrating 
respect and fairness to those who choose differently.  
Synthesis and Diagnosis with the Chosen Model for Change 
Synthesizing and grouping the findings from the previous subsection yields four 
potential areas of organizational improvement. Each area will now be examined through 
relevant characteristics of STHL and additional relevant research to develop a holistic and 
systems thinking-based understanding. The section will conclude by examining the 
interdependency of these four areas.  
Explicit Curriculum 
Explicit curriculum that conveys Islamic moral values and integrates these teachings 
throughout all subjects is an area of potential school improvement. “Leading wholes” 
encourages looking beyond what curriculum change needs to occur to consider the implications 
of the change (such as staff, student, and parent acceptance) as well as its prerequisites (such as 
teacher buy-in and teacher training). Staff will need training on how they can demonstrate 
values as a precursor to a curriculum that describes these values. “Adopting a Multidimensional 
View” can involve surveying existing students and alumni to understand their value 
commitments and how they were arrived at to see what truly influences the adoption of values in 




curriculum should go hand-in-hand with change that targets hidden curriculum. Explicit 
teaching of values allows students to appreciate them at a level beyond themselves, and a twin 
focus on explicit and implicit values has a better impact on the holistic development of students 
(Lovat & Clement, 2014; Peterson, 2017). 
Hidden Curriculum and School Climate 
The second potential area of school improvement involves diagnosing and improving the 
hidden curriculum and school climate in order to align them with the school mission. School 
climate refers to the ethos, atmosphere, or how stakeholders feel about a school (M. Davidson, 
2014). Hidden curriculum that influences school climate includes seating plans, broadcasted 
hymns, prayers, readings, reception of parents in the office, displays of student work, the school 
logo/emblem, and field trips (Ontario Principals’ Council, 2012). From an STHL perspective, 
“Adopting a Multidimensional View” leads to acknowledging that sub-climates may exist within 
the overall climate of the Academy based on major school divisions (elementary vs. middle vs. 
high school) and based on classrooms. As for “Evaluating Significance”, character education 
programs that include explicit curriculum demonstrate a positive impact on qualities such as 
school commitment, prosocial behavior, and how students perceive themselves (Diggs & Akos, 
2016; Lovat & Clement, 2014). But leading approaches to moral education also recommend 
giving attention to the moral climate of the classroom (Harrison & Walker, 2018). Such 
initiatives must take place prior to or along with the formal curriculum to avoid the hypocrisy of 
not practicing what one preaches.  
Leadership, Values, and Culture 
The third identified area of change concerns the establishment of leadership values, staff 
values, and school culture that reflect the school mission. One way of applying the “Adopting a 
Multidimensional View” characteristic is to understand that school leadership can take a 




hold and explicitly demonstrating them in the relationships they have with other organizational 
actors (M. Harris & Johnston, 2010). For “Influencing Indirectly”, leaders and staff can engage 
in regular organizational learning practice in order to identify gaps in staff and student culture 
(Higgins et al., 2012), and then use the results of this learning to lead by example. This approach 
can incorporate concrete learning practices and leadership that reinforces learning (Garvin et 
al., 2019). From an “Evaluating Significance” perspective, leadership and staff culture that 
reflect the mission of the school are necessary to build trust with parents. This trust is 
influenced by the nature of teacher-parent communication and the school-parent relationship 
(de Oliveira Lima & Kuusisto, 2020; Ontario Principals’ Council, 2012). 
Partnering with Parents 
The fourth identified area of school improvement that will help to address the PoP is a 
partnership with parents for a common vision and mission, and consistency across the home 
and school environments. For “Leading Wholes”, according to systems thinking’s focus on the 
interactions between different parts of the system, the nature of communication between a 
school and parents regarding the school mission may be as important, or even more important, 
than the type of communication or its frequency (de Oliveira Lima & Kuusisto, 2020). Exploring 
multiple dimensions of parent involvement with the school mission (in line with “Adopting a 
Multidimensional View”) will be helpful, including education about the mission, opportunities 
for parents to experience the school mission in catered events at school, and moving from a 
school-centered involvement model to a learning-centered engagement model (Yaşaroğlu, 
2016). For the “Influencing Indirectly” characteristic, the Academy’s Parent-Teacher 
Organization may be leveraged to indirectly influence the school-parent partnership, as 





From a perspective of “Evaluating Significance”, the most profound impact on a child’s 
holistic development comes from their family (Paul et al., 2020). According to some studies, 
character education curriculum that includes a home component positively influences student 
character development (Paul et al., 2020). 
Interdependency of Needed Changes  
The above analysis demonstrated that the potential scope of change that would need to 
take place in order to holistically address the PoP is wide. One way of prioritizing the identified 
areas of change is to consider which changes depend on each other, which is aligned with 
STHL’s Evaluating Significance characteristic. Figure 1 graphically represents this dependency.  
Based on the role of leadership and staff culture as a driver for successful change in other 
areas, it would therefore be wise to incorporate a focus on this culture in any change initiative. 
This accords with what principals report about the need to shape staff culture before being able 
to work on character education with students (M. Davidson, 2014).  
Figure 1 
Interdependency of Four Areas of Identified Change 
 
Possible Solutions to Address the PoP 
This fourth section of Chapter 2 first presents four possible solutions to the PoP that 
address, to varying degrees, the previously identified four areas of needed organizational 
change. Using the status quo as a baseline, the solutions will then be compared with each other 
on the basis of resource requirements. A final subsection will present a preferred solution and 
offer a preliminary glance on the steps involved in implementing it.  








First Solution: Maintain the Status Quo 
Under this solution, I would not propose a specific change initiative for addressing the 
PoP. Instead, it would be hoped that whatever initiatives are already underway will eventually 
achieve the desired state. Such initiatives include themes of the month, character building 
assemblies, staff training on Islamic principles and values, Islamic Studies and Quran classes, 
and ongoing curriculum development. However, there is no framework in place to measure the 
effectiveness of these efforts in achieving the desired output. Also, the previous section 
identified the need for leadership and staff culture to reflect the values that a school would like 
to teach its students. Without a specific focus on culture, there will be a mismatch between what 
is preached and practiced, which will ultimately lead to cynicism and a toxic school climate as 
opposed to a desirable nurturing environment (Berkowitz & Bier, 2017).  
Furthermore, as Dean of Mission, I consider it to be my responsibility to propose an 
initiative to address the PoP. Not doing so will render my position ineffective and futile. 
Second Solution: Implement a Character-Development Framework 
The second possible solution is for the Academy to adopt a pre-existing school-wide 
framework for character development. Character.org, the predominant character education 
organization in the United States (Character.org, n.d.), offers the 11 Principles Framework (11P), 
a comprehensive guide for schools to plan, implement, assess, and sustain a character 
development initiative (Berkowitz & Bier, 2017). 11P is based on decades of research and reviews 
of practice literature (Character.org, n.d.). Table A1 summarizes the 11 principles of this 
framework. The following subsections will present a resource analysis and highlight major 
strengths and drawbacks of the proposed solution. 
Resource Analysis 
This subsection will consider resources that this proposed solution will require above 




Time. Implementing the first principle of 11P will not require significant additional time 
commitment. Further principles will require a varying amount of time, depending on the scope 
of the change. 
Human. As the Dean of Mission, it is within my scope to be the primary change leader 
for this initiative. I will need assistance for communicating the initiative, surveying, compiling 
data, teaching values, and assessing the initiative.  
Fiscal. According to the Character.org website, the price of 11P documentation and 
supporting resources is negligible.  
Information. This solution will require gathering information from stakeholders, as 
well as research into Islamic sources in order to develop shared vocabulary and explanations 
that will be used to promote the chosen values.  
Strengths of this Solution 
Comprehensiveness. Initiating a comprehensive character-building program 
according to 11P will address all four areas of needed change determined in the previous section. 
For example, Principle 6 directly addresses change relating to explicit curriculum, Principles 1-4 
apply to hidden curriculum, Principle 8 involves leadership and staff culture, and Principle 10 is 
a strategy for parent engagement. Utilizing an evidence-backed framework that has been fine-
tuned for decades and that has detailed steps and support resources will ease the burden of 
planning and execution. It will also facilitate securing approval from key decision makers.  
Compatibility and Fit. 11P has been developed without any explicit religious 
terminology, and has a stated goal of building character values that transcend religious and 
cultural differences (Greene, 2019; Smith, 2013). This may, at first glance, seem to be 
incompatible with my chosen Islamic leadership style, and an unworthy means for being able to 




United States was historically rooted in religious tradition (Smith, 2013), which shows that it 
can be purposed for the promotion of faith-based values.  
11P incorporates a holistic view of the child, as evidenced by Principle 2, and overall is a 
holistic solution to the problem that is compatible with the outcomes of the STHL analysis 
above. An initiative that specifically addresses student character is also directly compatible with 
the Academy’s vision, which mentions that students will exhibit character.  
As this initiative is closely aligned with enacting the school mission, it fits well with the 
scope of the Dean of Mission position. My agency will allow me to work closely with the school 
administration towards its implementation.  
Drawbacks of this Solution 
Resources. Principle 1 does not appear to be overly resource intensive, but 
implementing some of the other principles may be very intensive, depending on the scope of the 
implementation plan. Therefore, resources may become a major challenge to a full 
implementation of the framework. The intended use of 11P means that existing programs for 
character development curriculum (in Principle 3) will not be suitable. The Academy will 
therefore have to develop its own home-grown program, which is not uncommon in schools 
(Smith, 2013). In its full form, an Islamic values-based curriculum (Principle 6) will require 
overhauling major parts of the academic curriculum, which is beyond the scope of the 
Academy’s current resources.  
Third Solution: Implement a Socio-Emotional Learning Framework 
In recent years, the field of character education has widened to encompass not only the 
moral character (“be your best”) but also the performance character (“do your best”) of a child 
(Smith, 2013), and in this process has largely been eclipsed by the field of socio-emotional 
learning (SEL) (Greene, 2019; Smith, 2013). SEL addresses the beliefs, skills, and values 




emphasizes five core competency areas: self-awareness, self-management, social awareness, 
relationship skills, and responsible decision-making (Character.org, 2021). According to Greene 
(2019), the modern SEL movement gained popularity in recent decades in response to (a) a 
reduced family role in school decision making, (b) the fear of political risks of engaging in 
character education due to its contentious nature in a growingly heterogeneous student 
population, and (c) a developing preference to use psychological concepts and scales to define 
and measure values as opposed to ancient cardinal virtues.  
The Collaborative for Academic, Social, and Emotional Learning (CASEL) has published 
a comprehensive guide to school-wide SEL (CASEL, 2020). The guide consists of a four-step 
process for a school to achieve school-wide SEL: building foundational support and a plan, 
strengthening adult SEL, promoting SEL for students, and practicing continuous improvement 
based on gathering and analyzing data. The CASEL framework is designed generically, and the 
framework they propose would need to be scaled down to accommodate the Academy’s 
relatively small size and limited resources.  
Resource Analysis 
The following resource analysis is based on the CASEL guide and considers the 
Academy’s context. 
Time. Building foundational support and a plan will involve biweekly SEL team 
meetings, constructing a shared vision, making the shared vision visible and actionable, 
determining SEL priorities, sketching out a long-term road map for SEL implementation, and 
setting goals. Team meetings, training, introducing SEL to parents, and a series of all-staff 
meetings entail a moderate time commitment.  
Human. CASEL specifies that the SEL team should consist of a team lead, data lead, 
principal or assistant principal, representative teachers, SEL service providers (psychologists, 




and potentially, community partners. Relative to the status quo, the human resource 
commitment is moderate to high, as a number of these positions would involve the recruitment 
of individuals who are not part of the Academy staff.  
Fiscal. The CASEL guide and supporting documentation are offered free of charge. 
Their documentation includes a budget template for costing personnel, services, materials, and 
equipment. Following the template as is will involve moderate to high costs.  
Information. This solution will require gathering information from stakeholders, as 
well as research into curriculum providers.  
Strengths of this Solution 
Framework. CASEL’s framework for SEL implementation is thorough and provides 
additional resources for each of its four steps.  
Comprehensiveness. In the context of the Academy, initiating an SEL program would 
give attention to the area of identified change relating to hidden curriculum through the fourth 
step of continuous attention to school and classroom climate. The second step directly addresses 
leadership and staff culture, and a number of the program’s suggested strategies affect parent 
engagement. It will therefore address three of the four identified areas needing change.  
Drawbacks of this Solution 
Compatibility and Fit. Even though CASEL’s list of evidence-based effective SEL 
programs “occasionally” address character education (CASEL, 2012, p. 10), SEL targets the 
development of performance character rather than moral character (Elias et al., 2007; Smith, 
2013) and is skill-centric as opposed to character-centric (McGrath, 2018). Given the chosen 
Islamic leadership framework, and the faith-based and character-centric mission and vision of 
the Academy, a student development program that does not specifically address moral character 




SEL core competencies are considered essential for the development of good character 
and academic achievement (Character.org, 2021). The Academy’s school mission and vision 
encompass academic achievement, faith-based values, and character. SEL is therefore indirectly 
related to the school mission and vision and, to a certain extent, falls within the scope of the 
Dean of Mission. However, given that the school mission and vision do not currently address 
SEL or SEL core competencies, either the proposal for this solution would need to come from a 
board member or the school administration, or the school mission / vision would need to be 
modified, both of which are outside of the direct agency of the Dean of Mission. Once the 
initiative was launched, the Dean of Mission could assume some of the responsibilities of the 
principal / assistant principal on the SEL team. However, the HoS would still need to be closely 
involved with the implementation.  
Fourth Solution: An Islamically-Grounded School Change Process 
Memon (2019) argues that the discourse around Islamic schools in the West has shifted 
winds since the foundational stage of Islamic schools, which witnessed conventional practices 
for curriculum, pedagogy, administration, and assessment along with religious classes and faith 
consciousness through the establishment of Islamic environments. Schools are now seeking 
alternative visions and new models of schooling based on stewardship through civic engagement 
and activism, and nurturing wholeness through interactions, mentorship, and personal 
reflection. This new approach needs to go beyond merely offering religious teachings and 
character development (Memon, 2019). 
Memon and Alhashmi (2018) propose eight areas for Islamic school reform: vision, 
stages of development, instruction, curriculum, assessment and evaluation, learning 
environment, the role of the teacher, and the role of the student. Many of their suggestions are 
theoretical and involve high-level recommendations for schools and educators, such as 




memorization and comprehension. They also provide five specific recommendations: (a) 
nurturing ethics, etiquette, and character building; (b) going beyond appending Islamic studies 
and integrating Islamic values across curriculum to a newer approach of curriculum 
transformation on the basis of Islamic epistemology; (c) establishing a culture of self-reflection 
and self-accountability; (d) encouraging teachers to adopt values of pure intention, noble 
character, gentleness, and discipline with dignity; and (e) teaching students values of pure 
intention, humility, good character, habits for learning, and respect for teachers.  
The fourth solution to the PoP is based on Memon and Alhashmi’s (2018) five areas of 
suggested reform. Since their recommendations do not include suggested frameworks for 
implementation, only a nebulous solution can be proposed at this point. 
Resource Analysis 
Time. Implementing the proposed changes will require significant time. The theoretical 
concepts mentioned will require further research in order to formulate strategic guidelines.  
Human. The human resources needed for such an approach will also be very high, as 
teams of researchers and educators will be needed to conduct background research.  
Fiscal. Supporting a long-term research effort will require a high budget.  
Information. Memon and Alhashmi (2018) suggest useful steps for Islamic school 
reform based on an Islamically grounded framework, but they serve as the foundations of a 
theoretical framework that is in need of vast knowledge development.  
Strengths of this Solution 
Theory. The authors took an Islamic approach of seeking inspiration from Islamic 
values and teachings to derive theoretical approaches towards pedagogy and schooling, which is 
very aligned with my chosen leadership theory.  
Fit. Islamic pedagogy-inspired school reformation towards the development of ethics, 




Mission’s work. The various recommendations and steps the authors propose also fall within the 
agency of the Dean of Mission, except widespread curriculum reform that would require buy-in 
from school leadership and governance.  
Drawbacks of this Solution 
Comprehensiveness. The authors identified pedagogy as the primary area of needed 
improvement in Islamic schools. They also touched upon school ethos, school culture, staff 
culture, and curriculum. They did not, however, address leadership culture, management 
practices, or parent engagement. 
Utility. The authors have not explained how the suggestions they offer (such as the 
incorporation of teacher and student values) can be practically implemented through 
Islamically-grounded change frameworks, or whether such frameworks even exist. Without such 
consideration, planning for an initiative to implement the suggestions within the Academy’s 
context will likely involve the use of pre-existing frameworks such as those proposed in the 
previous solutions.  
Determining a Preferred Solution 
Table 1 summarizes the analyses of the previous subsections based on resource needs. Of 
the proposed solutions, the overall resource requirements for the second solution are less 
intense compared to the third solution. The fourth solution’s requirements are very high.  
From the perspective of comprehensiveness, the scope of the second solution concerns 
all four identified areas of needed change. The scope of the third solution encompasses three of 
the identified areas but does not include changes to the explicit curriculum. The fourth solution 
can be applied to two areas of change, implicit and explicit curriculum, and partially addresses a 
third area with its focus on staff culture. In its current state, however, the fourth solution does 





Comparison of Four Proposed Solutions on the Basis of Additional Resource Needs 














Time None Low - High Moderate Very High 
Human None Low - Moderate Moderate - High Very High 
Fiscal None Low Moderate - High Very High 
Information None Moderate Moderate Very High 
Note. The status quo has been used as a baseline and requires no additional resources. Resource 
requirements are relative to the baseline. 
Preferred Solution 
The above analysis and comparison showed that the first solution of maintaining the 
status quo is not an option. Among the remaining three solutions, the preferred solution to the 
PoP will be primarily based on the second solution of a school-wide character development 
program for seven reasons. First, the scope of this solution is the most comprehensive among 
the proposed solutions as it contains provisions to address the four identified areas of needed 
change. Second, the solution is the best fit for the scope and agency of the Dean of Mission. 
Third, it is the least resource intensive among the proposed solutions. Fourth, a change initiative 
focused on character meshes well with the explicit mention of character development in the 
school vision. Fifth, the HoS is deeply interested in a character education framework, and 
recently stated that he has been trying to advocate for such a framework for the last four years. 
Such an interest at the level of senior administration augurs well for wide-spread support for the 
initiative. Sixth, this solution is compatible with my chosen leadership approach and framework 
for change. The 11P character development framework does not predetermine a set of values for 
a school to adopt, but will rather allow for the promotion of Islamic faith-based values. It is also 




Quatro et al., 2007) as stakeholders are encouraged to strive for higher moral principles 
embodied in the shared values. STHL is predicated on a holistic approach to leadership and 
transformation and is therefore compatible with the holistic approach to the child that 11P 
advocates.   
A seventh and final reason for preferring a solution based on 11P is that the framework 
allows for significant flexibility in its implementation, and will therefore accommodate some of 
the attractive features of the third and fourth proposed solutions. From the third solution, 
CASEL’s SEL framework will be an auxiliary resource for its readily available tools for planning 
and analysis, due to the similarity in scope of SEL and character education. From the fourth 
solution, the change implementation plan, as well as the monitoring and evaluation plan, will 
incorporate some of the values that Memon and Alhashmi (2018) identified as key to staff and 
student culture.  
Though resistance to the proposed initiative, as with all change initiatives, is to be 
expected (Beatty, 2016; Cawsey et al., 2016), successful change leaders anticipate stakeholder 
reactions and mitigate negative reactions through strategies such as clearly communicating 
regarding the benefits of the change, their personal relevance, and their consistency with 
stakeholder values and attitudes; understanding the source of reactions and how reactions will 
evolve over time; and involving change recipients in the initiative (Cawsey et al., 2016). These 
strategies will be incorporated into the implementation and communication plans for the 
initiative.  
Another strategy for motivating change is through strong leadership, as a leader’s belief 
in and active involvement with change can be highly persuasive for followers (Whelan-Berry & 
Somerville, 2010). Authentic transformational leadership and Islamic leadership will be used to 
inspire and motivate others through appealing to their moral identity (seeing oneself as a moral 




solution is a set of Islamic moral virtues that will appeal to the identity and emotions of key 
stakeholders. However, this leadership approach should be used in moderation, as cheerleading 
for change in excess can trigger resistance (Beatty, 2016).  
PDSA Cycle 
Applying an iterative plan-study-do-act (PDSA) model (Evans et al., 2012) will help to 
further identify what the preferred solution will look like. The four phases of PDSA involve 
analyzing the data and developing a strategy; implementing the change effort in a small, 
controlled setting; analyzing the results using a variety of sources; and acting based on the data 
(Evans et al., 2012). The analysis below will focus on the first principle of 11P: defining, 
implementing, and embedding core values into school culture.  
Planning. The initiative will be driven by a Character Initiative Team that will initially 
consist of the members of the Academy’s Mission Team. The Team will discuss a preliminary set 
of core faith-based values they would like to promote, using the analysis in the previous sections 
of this chapter as a basis. Stakeholders who will need to be included in the value identification 
and incorporation process will be determined. Implementation and communication plans will 
be developed for sharing the core values with key stakeholder groups. Monitoring and 
evaluation plans will include a means of assessing to what extent each stakeholder group is able 
to explain the shared values and how they are a distinctive feature of the Academy.  
Doing. The Mission Team will develop a statement of shared values with carefully 
chosen vocabulary and appropriate citations from religious sources in order to provide the 
statement with religious authority. The specific implementation and communication plans for 
each stakeholder group developed in the Planning step will now be acted upon. The plans will be 
monitored during the implementation phase to ensure that goals and targets are being met.   




Acting. Based on the results, the Team may decide to then move to a different Principle, 
or it may adjust the plans and go through the cycle again in order to achieve the objectives of 
Principle 1 in a satisfactory manner.   
Leadership Ethics and Organizational Change  
The last section of this chapter addresses the ethical considerations and ethical 
challenges of the change process on the basis of my chosen leadership approach. The first 
subsection will introduce the concept of Adl, or justice and fairness according to Islamic 
leadership theory. The second subsection will consider the application of Adl to schooling and 
school leadership. Finally, the section will conclude by examining how the proposed solution is 
ethical, and how Adl will be applied to different aspects of the change process.  
Adl (Islamic Value of Justice and Fairness) 
The first section of this chapter introduced the Islamic virtues of Nasiha (sincerity to 
others) and Ikhlas (sincere conduct). On the basis of these virtues, decision-making and 
leadership activities need to be carried out thoughtfully and on the basis of knowledge and 
moral principles (Brooks & Mutohar, 2018; Shah, 2006). Chief among these moral principles is 
justice, or Adl in Islamic terminology (Brooks & Mutohar, 2018; ElKaleh & Samier, 2013; Kriger 
& Seng, 2005).  
The Practice of Adl in School Leadership 
When deciding between alternate courses, according to the virtue of Adl, leaders are to 
make decisions keeping in mind the best interest of the students, parents, and the school 
community, even though doing so may require sacrifice. In contrast with Starratt’s (1991) 
explanation of justice as being derived from either one’s self-interest or from a communal 
understanding of fairness, Adl relies on timeless standards impervious to personal or communal 
opinion. At times, a leader’s course of action may therefore be unpopular with the majority. 




(consultative discourse) and Ikhtilaf (allowing for dissent). However, leaders who possess the 
virtue of Ikhlas and who are committed to justice will not cave under pressure from others and 
will not reverse their decisions when they have undertaken a careful decision-making process to 
chart a course of action.  
Claiming adherence to a virtue is not sufficient to ensure its adoption. Within Islamic 
leadership theory, there are at least three means to ensure that Adl is being applied. First, the 
practice of Tafakkur or self-reflective practices will ensure that leaders consider their and others’ 
values, ethical stances, actions, and experiences (Brooks & Mutohar, 2018; Shah, 2006). Second, 
the value of Ikhtilaf ensures that constituents will be invited to express their dissent (Toor, 
2008), which serves as a check to ensure that ethical practice is being observed. Third, the value 
of Nahy (forbidding or discouraging what is morally wrong) means that anyone who senses that 
a leader is engaging in unethical acts must express their objections (Brooks & Mutohar, 2018). 
Ethical Considerations Involving the Proposed Solution 
Despite character education’s focus on moral character development seeming to be at 
odds with neoliberalism’s emphasis on performativity culture (Ball, 2003), character education 
has been accused of being unethical and playing into the agenda of political conservatism 
(Davis, 2003; Kohn, 1997; Purpel, 1999). Critics present a number of objections, four of which 
are highlighted due to their particular relevance to the context of the proposed solution: 
• A holistic, school-based approach to teaching character education can easily become a 
type of totalitarian engineering of children in order to impose a grand vision, as opposed 
to allowing a child to undergo the course of healthy moral development (Davis, 2003).  
• Values such as respect, responsibility, rules, and citizenship typically emphasized by 
character educational curricula are but euphemisms for deference to authority and 




• Character education is an ideological and political movement that produces workers who 
are compliant, industrious, and supportive of the existing social order (Purpel, 1999).  
• Character education structurally places the blame for decline on individuals for not living 
up to a virtuous standard, and in doing so, diverts attention from a corrupt economic, 
political, and social structure that exploits individuals (Purpel, 1999). It is convenient for 
those who wish to maintain the status quo to blame low performance on character 
(Purpel, 1999) as opposed to acknowledging structural deficiencies such as insufficient 
education budgets. 
These objections present a potential ethical challenge to the proposed solution. The character 
education program is not meant to exploit students and staff, but rather to nourish desirable 
character growth and a healthy school climate such that the achieved state surpasses the 
institutionalized educational experience found in typical schools.  
The concerns raised by these critics, however, can be satisfactorily addressed. The choice 
of values will be based on teachings of the Islamic faith, which incorporate Adl (justice) and 
categoric opposition to all forms of injustice (Abbasi et al., 2010). Exemplary righteous Islamic 
leaders, such as Imam Ali, eschewed the abusive use of power and forbade their governors from 
using their authority to create a moral justification for obedience (A. J. Ali, 2009). Furthermore, 
the implementation plan for this OIP (see Chapter 3) will entail opportunities for stakeholders 
to provide feedback on the structure and content of the character education. The feedback 
gathered will subsequently be analyzed through an equitable lens. In addition, the criticisms of 
character education are based on U.S. initiatives introduced in the 1980s and practiced in the 
1990s, and do not uniformly apply to character education initiatives that extend beyond the U.S. 
and are propounded by both conservatives and liberals (Kristjánsson, 2013). 
In Chapter 1, it was noted that the PoP is framed in the context of a larger educational 




2009; Stevenson & Tooms, 2010). Such neoliberal values may precipitate an emergent approach 
to change, in which the change agent employs their political skills and leverages their power to 
“get the job done” without consideration for ethics (Burnes, 2009, p. 373). This approach is 
opposed to the principles of Nasiha, Ikhlas, and Adl. The chosen Islamic leadership approach 
has led to incorporating these values throughout the various sections of this chapter and is a way 
of ensuring that the change process associated with the preferred solution will remain ethical. 
On a practical level, CASEL’s school-wide SEL implementation framework promotes the 
value of equity at many stages during its proposed implementation process (CASEL, 2020). For 
example, goals that the SEL team sets for the implementation plan should consider the 
dimension of equity, and whether the change addresses issues of justice and oppression (CASEL, 
2020). “Equity of voice” is one of the suggested team norms the guide proposes (p. 31), and the 
school climate assessment involves measuring equity. CASEL’s data reflection protocol tool 
outlines a process that incorporates an equity-based critical lens (CASEL, n.d.-a). Even though, 
as stated above, the preferred solution does not involve relying on SEL, the implementation plan 
for 11P will employ some of the tools offered by CASEL’s framework and will incorporate aspects 
of equity the guide has accounted for.  
Another practical element of the preferred solution that ensures ethical practice is that 
the Character Initiative Team will initially consist of the Academy’s Mission Team. These are 
individuals who have been chosen by the school and community for their knowledge and 
commitment to high ethical standards. Some members of the team are not involved with day-to-
day operations of the school and thus function as a semi-independent overseeing body. In this 
capacity, the Mission Team aspires to fulfill the role of Starratt’s (1991) ethic of critique that 
points to the need for a school to critique its own mindset, context, structure, and pedagogy. 
Such a critique involves asking critical questions regarding power, advantage, domination, and 




position to check both the change initiative and the change implementers if they sense structural 
or practical injustice.  
Chapter 2 Conclusion 
The focus of this chapter was the planning and development of a solution to the 
identified PoP. Three Islamic leadership models were considered, and one was chosen (Brooks & 
Mutohar, 2018) and applied to the PoP. STHL was selected as the framework for leading the 
change process and was then utilized to shed light on needed change. A critical organizational 
analysis yielded four areas of needed change. In addition to the status quo, three other solutions 
were presented, and a preferred solution was identified based on character development. A 
PDSA implementation cycle for this solution was then explored. The chapter concluded by 
addressing the topic of Adl, or the Islamic value of justice and fairness, and its role in Islamic 
leadership theory and school leadership practice. Finally, ethical considerations involving the 
potential misuse of character education as a tool of oppression, and three practical strategies for 
ensuring ethical process were explored.  
 Chapter 3 will focus on the change implementation, monitoring and evaluation, and 




Chapter 3: Implementation, Evaluation, and Communication  
The first chapter of this Organization Improvement Plan (OIP) identified a Problem of 
Practice (PoP) within the context of the Academy, a non-profit, K-12 U.S. full-time Islamic 
school, regarding the lack of procedure and structure to ensure that the stated commitment to 
holistic and faith-based values in the Academy’s mission is upheld in all aspects of the school. 
On the basis of my religious worldview, I selected Islamic leadership theory, along with spiritual, 
moral, and authentic transformational leadership, to form a leadership lens that informs my 
approach to the change process.  
Chapter 2 detailed the process for the selection of a specific Islamic leadership model 
(Brooks & Mutohar, 2018) that served as a framework to analyze the PoP further. This analysis, 
along with an application of the Systems Thinking for Holistic Leadership (STHL) model for 
leading the change process (Shaked & Schechter, 2017), yielded four distinct yet connected areas 
of needed change within the Academy in order to address the PoP. After exploring four potential 
solutions for achieving the desired change, a preferred solution primarily based on a character 
education framework was chosen. This solution will encompass school leadership, staff, 
students, and parents.  
The first three sections of this third and final chapter of the OIP elaborate upon three 
plans relating to this proposed solution for change: an implementation plan, a monitoring and 
evaluation plan, and a communication plan. A fourth section serves as a conclusion to this 
chapter, and a final section presents next steps and future considerations relating to the OIP as a 
whole. 
Change Implementation Plan 
This section describes a plan for implementing the character education initiative at the 
Academy. It will first explore the pilot nature of the proposed initiative and frame it within the 




four-step process, along with timelines for implementation, personnel and support needed for 
implementation, anticipated stakeholder reactions, and potential issues and limitations that 
may arise.  
School-wide Focus on Character Education as a Pilot Initiative 
The organizational analysis presented in Chapter 2 showed that the Academy is 
challenged with three factors that inhibit the launch of a full-scale initiative. First, financial 
constraints due to the small size of the school, its limited budget, and decreased enrollment due 
to COVID-19 present a human resource barrier for tasking individuals with new responsibility. 
Second, parents have varying motivations for enrolling their children at the Academy. A widely 
publicized school-wide focus on character development may create worries that the school is 
deprioritizing academics, and feed into the misperception that Islamic schools favor religious 
studies over academic excellence (Memon, 2019). Third, the hybrid model of teaching that the 
Academy adopted in the 2020-21 school year due to COVID-19 may continue into the 
subsequent school year. Fatigue and demoralization due to this model are palpable in the staff 
culture. Although the staff is largely committed to the school mission, a new initiative that is not 
deemed as critical to student learning will likely result in further disheartenment. 
Four other factors further suggest the need for an incremental approach to this initiative 
as opposed to a change that would necessitate significant reorientation or re-creation (Nadler & 
Tushman, 1989).  
First, a review conducted of the literature showed no indication of a tailored use of a 
school-wide character education framework to fulfill the mission of an Islamic school positioned 
within a similar context as the Academy. Therefore, since the Academy may be breaking new 
ground with this initiative, it is best to proceed cautiously.  
Second, the Academy is considered a leader among a certain segment of Islamic schools 




with international Islamic curriculum development efforts. It is likely that once this initiative is 
publicized, some number of existing and future Islamic schools will adopt it. In order to support 
the success of other schools and to preserve the Academy’s reputation, it is therefore important 
to keep it in a “beta” phase until it has been tested.  
Third, there is already an established culture within the Academy of new initiatives being 
first piloted on a subset of the population before being instituted on a school-wide basis. “Pilot” 
in the context of change management refers to a means of facilitating processes of change 
through “designing, experimenting, and implementing localised structural or operational 
changes” (Kempster et al., 2014, p. 154). Pilot approaches to strategic change initiatives are seen 
as an alternative to top-down, step-based programmatic change models for organizational 
change, and are particularly suitable for changing and complex environments (Kempster et al., 
2014). Pilot projects provide a number of advantages for the Academy’s context, given its small 
size, limited capacity, and complex array of stakeholders. They mitigate doubt regarding 
innovations and protect the organization against risk (R. Davidson & Büchel, 2011). Due to their 
experimental nature and the involvement of senior management members who provide 
coaching and feedback, they build capacity of the change implementers who will eventually lead 
initiatives when they are rolled out (Blackburn et al., 2011). Pilot projects can receive rapid 
approval in complex political decision-making environments (Kempster et al., 2014).  
Fourth, the pilot approach is aligned with STHL, which encourages school leaders to take 
a multidimensional view of a school system through deep thinking about the relationship of 
various elements of a complex system with each other, and to see parts in the context of the 
whole (Shaked & Schechter, 2017). The pilot approach will be less resource-intensive and thus 
allow change leaders to engage in this type of multidimensional thought process, while ensuring 





The proposed pilot approach does not imply that the initiative should be diminished in 
importance, or that its implementation should lack due diligence. Strategically, the school 
mission is the raison d'être of the Academy. The school management is enthusiastic about the 
implementation of a character education framework. Even though pilot projects are grounds for 
testing, according to Davidson and Büchel (2011), they are more like dress rehearsals, since their 
assessments will typically indicate whether an organization will adopt the initiative.  
On the other hand, the pilot approach does allow for strategically charting an 
implementation plan in which there is more of a focus on implementation and subsequent 
collaborative learning from the results than on pre-planning (R. Davidson & Büchel, 2011; De 
Meyer et al., 2002). Mintzberg and Westley (2001) describe three approaches to decision 
making: thinking first, seeing first, and doing first. The pilot approach aligns neatly with a 
seeing first approach, where multiple elements have to be combined together for a novel 
approach, and where organizational commitment needs to be developed by engaging not only 
the heads but also the hearts (Mintzberg & Westley, 2001).  
On the basis of the above analysis, a pilot approach will be reflected in the next 
subsection in which the pilot is the first iteration of a PDSA cycle. Through monitoring and 
evaluation, the success of the pilot will be ascertained and thereafter communicated to the 
stakeholders. This will pave the way for subsequent, wider iterations of the initiative.  
PDSA Cycle Approach to Implementation 
The Possible Solutions section of Chapter 2 concluded that the proposed implementation 
plan will be primarily based on 11P (Character.org, 2010). The 11 principles outlined as part of 
11P (see Table A2) do not all need to be implemented, nor do they need to be followed 
sequentially (Nast, 2020). However, among them, Principle 1 (definition, implementation, and 
embedding of core values in school culture) and Principle 11 (assessment of the character 




considered foundational (Nast, 2020). Keeping in mind the pilot approach towards this 
initiative, this implementation plan will therefore be primarily concerned with these two 
principles.  
 The preferred solution will also tap into CASEL’s SEL framework (CASEL, 2020) for its 
planning and analysis tools. In particular, it will utilize CASEL’s suggested approach for testing 
innovative SEL strategies, which is based on a PDSA cycle to support continuous school 
improvement (CASEL, n.d.-b).  
As Dean of Mission, I will serve as the primary change implementer for this initiative. 
However, in a larger school, I would serve as the senior management advisor to a project 
manager who would overall be responsible for implementing the change and for being a liaison 
between the Mission Team and the administration team. 
The following subsections will examine each phase of the PDSA cycle when applied to the 
proposed initiative. Principle 1 from 11P is incorporated into the Planning and Doing phases, 
and Principle 11 is reflected in the Studying phase. The Acting phase will complete the cycle and 
prepare the organization for future iterations. Figure B5 depicts the cyclical nature of the PDSA 
model used for the implementation plan. 
Planning 
Principle 1 and its related action item, 1.1, of 11P state that core ethical and performance 
values are promoted in the school as the foundation of good character. There are three action 
items relating to achieving this principle in this phase. First, the Dean of Mission will propose a 
set of six individual and community-level values to the Mission Team (one for each month of the 
Doing phase). Deriving consensus regarding this list and determining the associated observable 
behaviors will take place over the course of 2-3 monthly Mission Team meetings. The 11P 
framework states that values should reflect universality (all persons should act this way in a 




the same way), but for the purposes of the Academy, faith-based values will be chosen that may 
be uniquely cherished within Islam without being given universal importance (Halstead, 2007). 
Also, though the focus on character and values is meant to positively affect the school 
environment as a whole, the values need not reflect reversibility. This is due to the virtue of 
Ikhlas, which states that one should act out of sincerity without expectation of being treated the 
same (Ahmad, 2009; Gardet, n.d.). During the monthly meetings, the Mission Team will also be 
consulted regarding the change implementation, monitoring and evaluation, and 
communication plans associated with the initiative. Wider input and assent will be sought at the 
end of the pilot initiative. 
Second, as part of mission-related staff PD that takes place prior to the school year, 
members of the Mission Team will spend several hours educating staff on the theoretical and 
practical aspects of values and character development. A particular focus will be placed on the 
Islamic practices of Muraqaba (self-monitoring) and Muhasaba (self-evaluation) (see the 
monitoring and evaluation plan). A portion of this training will also be used to communicate the 
pilot program, and all Mission Team members will be requested to join this session. 
Pilot projects are best started in units that demonstrate the most enthusiasm and 
capacity for change (Blackburn et al., 2011). Therefore, although some of the action items 
related to this phase will apply to the Academy as a whole, the focus on school values during 
Mission Team visits to classes and the expectation that staff will make use of the school’s core 
values in their language will be limited to a select group of teachers and their classes. Limiting 
the scope of the pilot in this manner will also ease the burden of data collection.  
Therefore, as a third step of the Planning phase, the Mission Team will decide how the 
selection of classes will take place. One option is to ask teachers who are interested in 
participating in the more comprehensive aspect of the pilot to apply to do so during staff 




incentives. Another option is for classes, along with their teachers, to compete with each other to 
decorate their classrooms in a manner that reflects the chosen values. Exemplary classrooms 
will be rewarded and will also comprise the focus group for the pilot. Yet a third option is for 
teachers to decide among themselves how to choose a select group for the pilot. This latter 
option accords with the practice of involving stakeholders in tactical decisions relating to a 
change initiative, which has been shown to yield greater acceptance of change (Beatty, 2016). 
The timeline for the three implementation steps detailed above is the 3-4 months leading 
up to the launch of the pilot program. I will be the primary change implementer during the 
Planning phase. The tasks involved fall within the scope of my work in the Academy. The HoS, 
who is part of the Mission Team, will be responsible for high-level communication regarding the 
initiative with the school administration. The planning efforts will be supported by an 
administrator who will coordinate communication with the select teachers regarding classroom 
preparation and will support the remaining phases of the implementation detailed below.  
How might stakeholders react to these implementation steps? I am certain that the 
Mission Team will be positive towards the change initiative, as the topic has arisen in recent 
team meetings, and they are keen on initiatives that address the identified PoP. During my time 
at the Academy, the staff have consistently acknowledged the need to be trained in how they can 
live and teach the school mission. They have appreciated training in this regard, evidenced 
through verbal comments and feedback surveys. Their reception to core values will therefore be 
positive. However, given the aforementioned contextual factors, there will likely be resistance 
from staff members to formal adoption of the core values in their teaching. The communication 
approach that is used (elaborated upon in the communication plan below) along with the above-
mentioned approach of choosing a focus group for the pilot will address this resistance.  
As for potential issues and limitations, narrowing the list of the core values to six will 




initiative and evidencing other widely referenced character development initiatives that chose a 
similarly narrow set of values (see Table A2 and the monitoring and evaluation plan that 
elaborates upon this table) will help to secure approval.  
Doing 
After the Planning phase is complete, the Doing phase involves the implementation of 
the pilot project, with the goal of achieving action items 1.2 and 1.3 related to Principle 1 as 
described in 11P: “Core ethical and performance values actively guide every aspect of life in the 
school” and “The school community articulates its character-related goals and expectations 
through visible statements of its core ethical and performance values” (Character.org, 2010, pp. 
2–3). This will involve implementation steps relating to three stakeholder groups: staff, 
students, and parents. Staff members will receive training on values in mission-based monthly 
staff meetings throughout the initiative. Students in select classrooms will be taught new values 
in semi-monthly class visits conducted by the Mission Team. Teachers in those classes will 
model and monitor the adoption of values at a classroom level. One week of daily assemblies 
each month will also be dedicated towards values education. For parents, the Mission Team will 
create six monthly videos featuring the six chosen values. 
This pilot initiative will be launched for a duration of six months beginning with the first 
full month of the school year (October – March). The key change implementers will be the 
Mission Team members, the teachers of the select classrooms that are part of the pilot initiative, 
and the administrator who will coordinate the recording and distribution of videos. The 
administrator will also be responsible for monitoring the implementation as a whole according 
to the monitoring plan below.  
Potential resistance to the implementation steps that might arise from the Mission Team 




seminars that the Academy has recently offered indicates that parents will be receptive to the 
monthly educational videos.  
During the course of this phase, any of the change implementers may fall short in 
delivering the expected plan. The monitoring plan below stipulates indicators that will be 
regularly monitored for compliance to the plan. Any digressions from the plan will be reported 
to the lead change implementer. Such digressions are not necessarily negative, because they may 
reveal previously unknown factors relating to school culture or other contextual dynamics 
(Lindahl & Beach, 2013). They may actually be a preferred course of implementation or an 
opportunity for staff development (Lindahl & Beach, 2013). They may also indicate weakness in 
organizational change readiness, communication, and/or implementation. The pilot nature of 
the initiative will allow needed adjustments to take place mid-course.  
Studying 
This third phase, according to the CASEL PDSA cycle, entails two steps. First, the data 
gathered during the trial implementation will be condensed into a user-friendly summary. 
Second, the results will be discussed in a meeting with key stakeholders using a reflection 
protocol that ensures the data is examined with an equitable lens (CASEL, n.d.-a). Meeting 
participants will first share what they see in the data without making interpretations. 
Conclusions will then be made in a collaborative manner. This phase, supported by the 
evaluation plan, will encompass 11P’s Principle 11 and associated action items: “The school 
regularly assesses its culture and climate, the functioning of its staff as character educators, and 
the extent to which students manifest good character” (Character.org, 2010, p. 22).  
The reflection meeting will take place in April, the month after the pilot implementation 
ends. The meeting will involve the Mission Team, as they were the stakeholders primarily 
involved in the Planning phase. The Dean of Mission will work with the administrator who 




the evaluation plan below. They will create a user-friendly report based on evaluation data. The 
administrator will attend the meeting to answer any questions about the data collected. After the 
meeting, the same two individuals will revise the report to reflect the meeting outcomes.  
A positive reaction from the Mission Team during the course of these steps is 
anticipated. They will welcome the opportunity to see the results of the evaluation, as they were 
active participants in the Planning and Doing phases of the implementation. However, Mission 
Team members may find the report insufficient to draw evaluative conclusions about the success 
of the program. This reaction will be mitigated by clearly communicating the evaluation criteria 
that have been used and the rigorous nature of the evaluation. Also, the Studying phase will be 
framed as a precursor to the Acting phase, which will involve a series of meetings with 
stakeholders, including those who took part in the pilot program. Decisions about future steps 
will only be made after this larger consultation takes place.  
Acting 
The final phase of the PDSA cycle involves making meaning of the data, discussing what 
trends and surprises were noticed, and deciding what to do next. As a result, the initiative, or 
parts of it, may be kept, modified, or abandoned. The conclusions of this phase will be utilized to 
plan for the next iteration of the cycle, thus leading to continuous improvement.  
For the proposed initiative, this phase will involve a series of meetings with key 
stakeholder groups: the Mission Team, the administration team, staff, parents, and select 
students. These meetings will entail open discussion with the goal of collaborative learning, one 
of the intended outcomes of pilot projects (R. Davidson & Büchel, 2011; De Meyer et al., 2002). 
The adoption and subsequent roll-out of this pilot initiative will depend on key stakeholders 
being persuaded of the importance of the initiative not only on a rational basis but also on an 
emotional basis (Mintzberg & Westley, 2001). Visual portrayals of the initiative (such as sample 




effective communication may stimulate the desired impressions (Mintzberg & Westley, 2001) 
and build momentum to gain widespread acceptance. Communication relating to these meetings 
is noted in the communication plan below.  
The stakeholder meetings will take place in May, the last full month of the school year. 
The meetings will be chaired by the lead change implementer and will be attended by the 
administrator who is in charge of monitoring and evaluation. The administrator will explain any 
ambiguities in the evaluative report and will assist in compiling the feedback for consideration 
in the next planning phase.  
As for stakeholder reactions, Cawsey et al. (2016) synthesized the works of a number of 
researchers regarding predictable stages in reaction to change. Their results show that before 
change, anticipation and anxiety are typical; during change, shock, denial, and retreat are 
anticipated; but after change, there is acceptance. Since the tone of these meetings will be 
soliciting feedback after the change initiative has completed, it is expected that the reactions 
associated with the first two stages will be forestalled and instead, stakeholders will appreciate 
being able to provide input even before planning begins for the next iteration of the PDSA cycle.  
The proposed six-month duration of the implementation is relatively short for a major 
initiative. A school-wide implementation of SEL, which can include character education 
initiatives, takes 3-5 years (CASEL, 2020). Premature evaluation of educational change efforts 
may yield misleading results (Lindahl & Beach, 2013). This limitation will be mitigated by the 
choice of evaluation criteria that are appropriate for a pilot program, and by the cyclical nature 
of the PDSA model, as the next cycle of change will have its own evaluation process that will take 
into account the previous iteration’s results. Also, if the results of the evaluation are significantly 
negative, it may be prudent to limit the stakeholder groups who are consulted at this phase, as 




Change Process Monitoring and Evaluation Plan 
This second section of Chapter 3 connects with the PDSA model of implementation 
(described in the previous section of this chapter) and my chosen leadership theory (described 
in detail in Chapter 2) to propose tools and measures that will be used to monitor and assess 
change. The first subsection will pose the need for a multi-tiered approach towards monitoring 
and evaluation. The second and third subsections will then describe how monitoring and 
evaluation will take place at the individual and initiative levels, respectively. 
Monitoring and Evaluation in the Context of the Proposed Solution 
In the context of educational change initiatives, monitoring refers to the planned 
collection and analysis of descriptive information on a continuous or periodic basis during the 
course of an initiative in order to compare the actual progress with the intended progress (Glas 
et al., 2003; Lindahl & Beach, 2013; Markiewicz & Patrick, 2016). Evaluation refers to planned 
determination of the quality and value of an initiative, based on its measured outcomes, and the 
assessment of what extent those outcomes can be attributed to the initiative as opposed to other 
factors (Glas et al., 2003; Markiewicz & Patrick, 2016). However, in line with STHL’s “seeing the 
parts in the context of the whole”, it is important to consider how monitoring and evaluation 
might be understood not just at the level of the proposed initiative as a whole, but rather at 
different levels or tiers. The proposed solution intends to bring about change at the level of the 
individual students and staff, as well as change at the system level. Each of these intended 
changes can be seen as its own school improvement process, each of which requires monitoring 
and evaluation (Lindahl & Beach, 2013). Accordingly, a three-level monitoring and evaluation 





Three Levels of Monitoring and Evaluation Relating to the OIP  
 
The first level of monitoring and evaluation concerns the character growth of the 
principal stakeholders as individuals: the staff and students. Islamic leadership theory, on the 
basis of Qur’anic principles, emphasizes the need for individual efforts in order to bring about 
social change (Sahin, 2013; Salie, 2008). Therefore, understanding the nature of monitoring and 
evaluation at this level is essential to the second level of monitoring and evaluation, which 
pertains to the character education initiative as a whole. The third level involves monitoring and 
evaluating the overall success of the proposed solution in addressing the stated PoP, since, after 
all, it was selected not as an end but as a means to achieving the ultimate goal of the Academy’s 
mission being upheld in all aspects of the school. 
On this basis, the next subsection will consider monitoring and evaluation of character 
growth at the level of an individual. The second and third tiers will be considered together in the 
following subsection, since in this OIP the third level will be considered as a desired impact of 
the second level of school improvement (the character education initiative). However, a different 
approach might involve a separate monitoring and evaluation plan for it that would consider 
other Academy initiatives tied to the same ultimate goal.  
Individual Monitoring and Evaluation of Character Growth 
In successful character education programs, character is “caught”, not just “taught” (M. 























knowledge and become people of character (Berkowitz & Bier, 2017). But measuring character 
growth has proven difficult (Pike et al., 2020). Typically used measures are problematic and lack 
clear empirical methodology (Kristjánsson, 2013). A review of literature on the evaluation of 
character development reveals seven factors that complicate the process:  
• Self-reporting about one’s character through questionnaires is typically biased and 
subjective due to memory decay, self-deception (positive impressions of one’s character 
that contradict reality), impression management (the tendency to highlight one’s positive 
traits and understate one’s negative traits), and self-introspection failing to detect 
nuances of character (Kristjánsson, 2013; Wright et al., 2020). 
• External assessment of character (conducted by parents or teachers in regards to their 
children and students, respectively) measures external behavior, as opposed to 
character, which depends on internal motive (Pike et al., 2020). 
• Evaluation of the learning and adoption of a specific list of virtues may result in 
narrowing the understanding of good character, whereas what is deemed to be good may 
not be right in all circumstances (Paul et al., 2020; Suissa, 2015). 
• Because children develop virtues at different ages, measurement instruments for 
character development need to be fine-tuned for the age of the subjects involved 
(Kristjánsson, 2013). 
• The use of more objective measures to evaluate the impact of a character education 
program, such as improvement in school climate or a decrease in school violence, may 
attribute the cause of this impact to the program and in doing so, inaccurately assume a 
correlation to be a cause (Kristjánsson, 2013). 
• Teachers who participate in character education programs tend to develop higher 
expectations for the conduct of their students and as a result tend to score their students 




critical when learning about and acting upon values they learn during the period of a 
character education initiative (Lovat & Dally, 2018). 
• Students may score highly on questionnaires before a character education initiative due 
to prior knowledge about the virtues being taught (Leming, 2000) or the prior use of 
virtue language in a faith-based environment (Arthur et al., 2014). 
These factors will be taken into account when selecting an appropriate strategy for monitoring 
and evaluating individual character growth later in this subsection.  
In order to better understand how to monitor and evaluate individual character growth, 
it is also useful to consider evaluation strategies employed in other school-based character 
education programs. Table A2 presents the results of four value-based character education 
programs that are either widely cited in research on the topic, and/or whose design has 
similarities to the plan proposed in this OIP. No character education initiative based in an 
Islamic school environment was included, as the only such initiative found in the literature that 
addressed this topic (Salahuddin, 2011) studied an indirect approach towards character 
development as opposed to an intentional approach. 
A synthesis and comparison of the studies presented in Table A2 indicate four issues that 
ought to be considered when developing a monitoring and evaluation plan for character growth:  
• Researchers felt the need to employ a variety of instruments in order to triangulate data 
about the effectiveness of character development.  
• Researchers made use of mixed-method approaches in order to gather richer data.  
• In several programs, qualitative data was convincingly used to explain surprising results 
in the quantitative data, such as students rating themselves lower on character virtues 
post-intervention.  
• Researchers struggled to demonstrate effectiveness of character development programs 




Given the above-mentioned difficulties of measuring character growth and the wide 
variety of potential strategies that could be used to measure it, how can an evaluation technique 
be strategically selected for the given context of the Academy? It is useful here to involve Islamic 
leadership theory to provide a basis for further refining a strategy. Al-Ghazali (d. 1111 CE) was an 
Islamic scholar who was renowned for his development of the field of Islamic moral training 
(Halstead, 2007). His theory was so impactful that it set the course for the theoretical 
development of the field for centuries and is still the predominant theory among Islamic 
scholars today (Halstead, 2007). It is therefore fitting to first consider his understanding of 
character development, and to then use this understanding to address the challenges identified 
above.  
Al-Ghazali was influenced by Aristotle’s conception of good virtues, which consist of the 
mean between the lack and the excess of virtues, and the presence of four principal virtues: 
wisdom, courage, temperance, and justice (Sidani & Al Ariss, 2015). However, Al-Ghazali 
extended and enhanced Aristotle’s character model with the teachings of Islam and positioned it 
within Islamic epistemology. Al-Ghazali posited that an individual inherits qualities and 
dispositions as part of their “first nature” but these can be changed through education, 
particularly in childhood, into a second, divinely inspired nature (Alavi, 2007, p. 317). However, 
the process of change does not take place through merely learning what is right and wrong. 
Moral development requires continuous struggle against the vices, and habituation, or learning 
to be virtuous by acting on virtues (Alavi, 2007; Attaran, 2015; Sidani & Al Ariss, 2015). Those 
who diligently adopt these two practices will be gifted with a type of mystical intuition by which 
they will come to know what is right and wrong, and act according to their values in all 
circumstances with ease (Alavi, 2007; Sidani & Al Ariss, 2015). The motivation for action is not 
just worldly benefits of a good life, or eudemonia in the Aristotelian framework, but rather being 




Memon and Alhashmi (2018) propose an Islamic pedagogy for Islamic schools that is 
heavily influenced by the moral theories of Al-Ghazali. This pedagogy includes three key insights 
into an Islamic understanding of character development that will be useful in determining an 
approach to monitoring and evaluation at the individual level. 
First, the Islamic concept of self-monitoring is termed as Muraqaba. Muraqaba refers to 
the constant awareness of the self and one’s relationship with God through vigilance over 
actions, thoughts, feelings, and inner states. It is considered to be the foundation of virtues, and 
one who practices it fully to have attained the highest of spiritual mastery (Memon & Alhashmi, 
2018; Parrott, 2017).  
Second, the Islamic concept of self-evaluation is termed as Muhasaba, or holding oneself 
to account for performing one’s responsibility to God. This assessment must be undertaken by 
the self, since only one’s self is aware of their actions and thoughts. The authors advocate the 
embedding of a “Muhasaba mindset” into the central ethos of a school (p. 181). In this mindset, 
all stakeholders continuously hold themselves to account for their thoughts, actions, and 
aspirations. Memon and Alhashmi (2018) suggest that this mindset be fostered in all aspects of 
schooling, including discipline (where students would be encouraged to self-reflect upon their 
behavior and address their mistakes) and even academics (where students would assess the level 
of effort they put into their work before submitting it).  
Third, teachers should strive to always maintain the dignity of their students. Their 
errors, shortcomings, and bad behavior should not be exposed to others. The desirable approach 
to reforming children’s character is a gradual process, in which the educator, like a kind parent, 
should be patient and affectionate (Memon & Alhashmi, 2018). 
This theory provides five key findings for selecting an appropriate means of monitoring 
and evaluation at the individual level. First, monitoring and evaluation are not external to the 




character development in the Islamic pedagogy. The implementation of the initiative should 
therefore be built around fostering these habits through means such as the development of 
Muraqaba and Muhasaba mindsets. Second, Muhasaba, when practiced properly, involves 
attributing gratitude to God for performing one’s responsibility (Keshavarzi & Nsour, 2020), 
and may help to alleviate self-deception that has been reported as problematic when evaluating 
one’s own character traits (Kristjánsson, 2013; Wright et al., 2020). Third, the results of the 
individual’s monitoring and evaluation are for themselves and should not be shared with others 
due to the need of preserving their dignity. Unlike the character education programs cited in the 
studies mentioned in Table A2, the immediate objective is not therefore to demonstrate 
improvement in behavior (which, as was demonstrated, is problematic to measure and difficult 
to correlate with character growth) but rather the adoption of, and regular practice of, self-
monitoring and evaluation. Fourth, even though the initiative will involve selecting core values 
the school would like to promote, the focus will be more on the process of self-monitoring and 
self-evaluation. This will help to achieve the true aim of character education, “to respond at the 
right time, to the right objects, towards the right people, with the right motive and in the right 
way” (Carr, 2003, p. 219) as opposed to limiting goodness to a pre-selected list of virtues. Fifth, 
unlike character and value education initiatives where students are publicly recognized and 
awarded for demonstrating a particular value (Lovat & Dally, 2018), this initiative should 
encourage intrinsic development of commitment to regular self-monitoring and evaluation. 
These findings have been incorporated into the change implementation plan, as well as 
the plan for monitoring and evaluation of the character education program as a whole.  
Monitoring and Evaluation of the Character Education Program 
As an overall framework for designing the monitoring and evaluation plan, Markiewicz 
and Patrick (2016) is suitable due to the following four reasons: the framework’s detailed and 




as tightly-bound components of an initiative as opposed to disparate components, which is in 
line with the “leading the whole” component of STHL; the use of examples from the domain of 
education throughout the text; and its relatively recent publication. Markiewicz and Patrick 
(2016) describe six stages of developing a monitoring and evaluation framework: 1. Scoping the 
framework; 2. Program theory, program logic, and evaluation questions; 3. Developing 
monitoring and evaluation plans; 4. Data collection, management, analysis, and synthesis; 5. 
Learning, reporting, and dissemination; and 6. Planning for implementation.  
I will focus on Stages 2 – 4 for two reasons. First, the scope of the initiative is a pilot 
character education program in a small school. The scope of monitoring and evaluation should 
be limited and not overburden the program to the point where it does not gain traction. Second, 
many of the details of Stages 1 and 6 have already been included in the implementation plan, 
and parts of Stage 5 will be included in the communication plan presented in the forthcoming 
section.  
The subsections below will consider Stages 2 – 4 of the framework and summarize the 
application of the framework to the OIP context.  
Program Theory, Program Logic, and Evaluation Questions 
A theory-based approach towards program monitoring and evaluation involves the 
construction of a causal model that represents how an intervention’s resources and activities will 
lead to desired outcomes (Coldwell & Maxwell, 2018; Taylor-Powell et al., 2003). Some 
researchers distinguish between logical models that depict program theory and program logic: 
program theory represents the sequence of expected changes, the assumed results of those 
changes, and the mechanism by which one change leads to another, whereas program logic is 
operational, linking the delivery of a program with its results (Markiewicz & Patrick, 2016). 





Using a logic model for evaluation can be limiting due to the following four factors: a 
focus on expected outcomes may lead to unintended outcomes, oversimplification of a 
complicated process may lead to misrepresentation of causality, the model does not consider 
whether the program or initiative is appropriate to pursue, and it may stifle creativity and 
spontaneity (Markiewicz & Patrick, 2016; Taylor-Powell et al., 2003). These potential 
limitations have been addressed in this OIP by (a) considering a number of proposed solutions 
for the PoP before selecting the preferred approach; (b) seeking feedback from key stakeholders 
regarding the monitoring and evaluation plan during the Planning phase of the implementation 
plan; (c) utilizing a pilot approach towards implementation that allows for adjusting the logic 
model if need be; (d) the inclusion of a Studying phase at the end of the pilot that will involve 
the careful consideration of other strategies that can be employed to arrive at the desired 
outcome; and (e) selecting monitoring indicators and evaluation focuses that reflect systems 
thinking and take into account what else could have been done to achieve the desired outcome.  
The chosen framework indicates that monitoring and evaluation questions should be 
grouped into five domains. First, appropriateness refers to the suitability of the design and 
approach in achieving the program’s objectives. In the context of the Academy, the associated 
evaluation question is: To what extent did school leadership, staff, and students participate in 
the program? Second, effectiveness indicates the extent to which objectives were achieved. To 
what extent did a focus on character permeate into the school climate and into staff and student 
practice? To what extent did parents become aware of the initiative? Third, efficiency pertains to 
the economic assessment of the conversion of inputs to outputs. Was the cost of the program 
within the financial and human resource budget? Fourth, impact concerns direct/indirect and 
positive/negative medium and long-term changes. To what extent did the character education 
program contribute towards the Academy’s upholding its mission in all aspects of the school? In 




question relating to impact is: To what extent were other (current or future) initiatives 
negatively impacted by the resources dedicated to this initiative? Fifth, sustainability examines 
the continuation of benefits associated with a program. To what extent did the school leadership 
and staff support the program? 
Developing Monitoring and Evaluation Plans 
The next step of the framework involves the development of monitoring and evaluation 
plans on the basis of the evaluation questions identified in the previous subsection. Monitoring 
data is meant to provide a formative assessment to assess the strength and weaknesses of an 
initiative and accordingly make adjustments during the program’s implementation (Lindahl & 
Beach, 2013; Markiewicz & Patrick, 2016). The monitoring plan for gathering this data is formed 
through identifying performance indicators, data sources, and data collection strategies for each 
evaluation question. Performance indicators demonstrate an anticipated change or event, and 
are coupled with a target when the indicator is quantitative (Markiewicz & Patrick, 2016). Table 
A3 summarizes the monitoring performance indicators, targets, data sources, and frequency of 
data collection that will be used in the proposed initiative. Individuals responsible for 
monitoring were specified in the implementation plan.  
Evaluation data is meant to provide a summative assessment to be able to judge the 
performance of a program over a significant amount of time (Lindahl & Beach, 2013; 
Markiewicz & Patrick, 2016). The evaluation plan for gathering this data consists of a series of 
evaluation focuses for each of the previously identified evaluation questions. Evaluation focuses 
serve to identify why and how certain outcomes were achieved. The plan also details the method 
of gathering the associated evaluation data. Table A4 summarizes these focuses and methods of 
evaluation for the proposed initiative. Individuals responsible for monitoring were specified in 




Data Collection, Management, Analysis, and Synthesis 
This step involves designing the actual tools of data gathering, such as the specific 
surveys that will be used to gather stakeholder feedback. The design process has been factored 
into the implementation plan in the first section of this chapter. This step also involves 
consideration of ethical issues relating to data collection, which have been addressed in Chapter 
2. Finally, this step entails the development of evaluative conclusions on the program. This will 
be done by synthesizing the evaluation results of each of the evaluative questions and 
subsequently forming judgments and conclusions in the Studying phase of the PDSA cycle.  
According to the Islamic leadership principle of Ikhlas, or sincere conduct (Ahmad, 
2009; Brooks & Mutohar, 2018; ElKaleh & Samier, 2013), the conclusions derived from this step 
are only part of what determines the overall success of the program. Ikhlas states that actions 
done sincerely and with due diligence are successful due to the efforts themselves, regardless of 
the results, which ultimately lie with God. The final determination of success will therefore be 
for the change leaders and implementers to determine for themselves through self-introspection 
and reflection.  
Communication Plan 
A communication plan, in the context of a strategic change initiative, conveys the “why”, 
“what”, and “how” of change to key stakeholders in a tailored manner with the aim of 
persuading the stakeholders to accept the change (Armenakis & Harris, 2002; Beatty, 2016). 
This section describes the communication plan associated with the pilot character education 
initiative. The first subsection describes key features of the overall communication strategy. The 
second subsection will present the details of a communication strategy that has been 




Features of the Communication Strategy 
Poor internal communication has been linked to serious organizational errors (Gilsdorf, 
1998), and effective internal communication plays a significant role in the successful 
implementation of change initiatives (Appelbaum et al., 2017; Beatty, 2016; Kitchen & Daly, 
2002; Neill et al., 2019). Creating a compelling communication plan for an organizational 
change reduces uncertainty and enhances employee commitment towards change (Appelbaum 
et al., 2017; Napier et al., 2017). The literature regarding effective communication in change 
management suggests a number of best practices for change-related communication strategies 
(Appelbaum et al., 2017; Beatty, 2016; Kitchen & Daly, 2002). The five practices highlighted 
below were selected because they provide significant direction when crafting the communication 
strategy given the context of the change initiative and given the Islamic leadership lens applied 
throughout the OIP.  
Emphasis on the Envisioned State  
Even though organizational change stems from an identified need for improvement, 
communication of the positive envisioned state resulting from the change is more effective than 
communicating about the identified need (Armenakis & Harris, 2002; Beatty, 2016). Advocating 
change can imply insult and lack of understanding of stakeholder concerns (Beatty, 2016). A 
communication plan that emphasizes the positive elements of the status quo along with how 
these elements will help in implementing the change can help to build momentum instead of 
being perceived as criticism (Beatty, 2016). Accordingly, the need for a school-wide focus on 
character and values needs to be communicated delicately, or else it may be understood to imply 
a judgment of lack of virtue. Stakeholders should view the character education framework as a 
means of providing a structured approach to refining the virtues that individuals already 




Emphasis on Individual and Organizational Benefit 
During times of change, stakeholders need to understand the specific benefit to the 
individual and the organization (Beatty, 2016; Napier et al., 2017; Rafferty et al., 2013). An 
individual who does not believe that the change has benefits for their role will not likely have a 
positive evaluation of their readiness for change (Rafferty et al., 2013). If not handled carefully, 
a self-focused approach to communicating change may conflict with the aforementioned value of 
Ikhlas, or sincere conduct. According to this value, one should be motivated to change for the 
good purely due to the virtue in the change and community benefit, and not extrinsic, individual 
benefit (Ahmad, 2009; Brooks & Mutohar, 2018; ElKaleh & Samier, 2013). One way of resolving 
this conflict is to communicate the non-material benefits of the change, such as a sense of 
fulfillment when the Academy is aligned with its mission in all aspects of the school, and the 
opportunity for valuable professional and personal growth due to participation in the initiative.  
Choice of Language 
The language and words used when communicating also impact the effectiveness of 
communication (Kitchen & Daly, 2002). Islamic communication principles support this 
practice, with at least 10 Qur’anic injunctions regarding the manner in which one should speak 
(Husein, 2018). Communication, according to Islamic principles, should reflect truthfulness, 
morality, kindness, honourableness, and fairness (Husein, 2018; Mowlana, 2014). 
Communication that makes use of emotional appeal to persuade stakeholders of the need for 
change is effective (Beatty, 2016; Rafferty et al., 2013) but given the Islamic principles, change 
leaders should take care not to use emotional appeal in a deceptive manner.  
Establishing a spirit of candor and two-way communication within an organization can 
prepare the grounds for change readiness (Neill et al., 2019) and may be an alternative to a 
reliance on emotional appeal. In a candid environment, change leaders can communicate openly 




welcomed to state their concerns without reprise for expressing dissent. Such an environment is 
in line with the Islamic values of Shura (consultative discourse) and Ikhtilaf (dissent) that were 
introduced in Chapter 1. A candid approach to communication is also in line with best practices 
of pilot programs, which include open communication about aspects that are not going well and 
dissemination of good news about success (R. Davidson & Büchel, 2011). 
Extent of Communication 
Message redundancy (sending the same message multiple times) and media redundancy 
(conveying the message through multiple media) are best practices advocated to promote 
message retention and are preferable to gaps in communication (Cawsey et al., 2016; Klein, 
1996). Beatty (2016) advocates over-communication, but also states that people take in 
information in different ways. Given the need to preserve morale in the Academy’s 
organizational context of over-tasked staff members, the pilot approach suggested in the 
implementation plan takes a moderate approach towards the extent of communication. The 
majority of the communication will be relating to the importance of values and the specific 
chosen values, as opposed to the change initiative.  
Employee Participation 
Employee participation in decision-making relating to a proposed change positively 
affects employee attitude towards change (Beatty, 2016; Neill et al., 2019; Rafferty et al., 2013). 
This practice is reflective of Shura (consultative discourse) and Ikhtilaf (dissent), practices that 
were introduced in Chapter 1. The Academy has a culture of Shura. In weekly staff meetings, 
staff members are free to express concerns or dissent in a forum where organizational actors at 
all levels are present. The switch to using an online meeting platform for staff meetings, due to 
COVID-19 restrictions, has led to a more equitable environment for communication, as there is 
no front-of-the-room space occupied by senior management. Additionally, all members of the 




Ikhtilaf with more stakeholders. Parents are given an opportunity to communicate openly with 
staff and management in four yearly parent meetings, as well as through a robust online parent 
communication platform.  
The change implementation plan includes opportunities to seek staff feedback when the 
pilot initiative is introduced during the Planning phase. However, most of the stakeholder 
participation will take place in the Acting phase when the pilot evaluation results are examined 
for the purpose of learning and planning for the next iteration of the initiative.  
Even though the communication plan addresses the communicative aspects of the 
implementation plan, the history of communication in the organization is also worthy of note. 
Neill et al. (2019) argue that a pre-existing communication climate characterised by openness 
leads to positive reactions to change. Communication climate refers to the “shared perceptions 
employees have of the psychological climate, relationship quality, and communication in their 
organizations” (Neill et al., 2019, p. 284). Openness refers to candor, sincerity, credibility, 
truthfulness, and consistency at all levels of organizational communication, both vertically and 
horizontally (Neill et al., 2019; Rawlins, 2008). Availability of management and transparency, 
demonstrated through formal channels such as committees, town halls, and skip-level meetings 
(where management meets with employees who don’t report to them); and informal channels, 
such as breakfasts, coffees, and lunch meetings, lead to outcomes such as employee trust, 
engagement, and commitment (Neill, 2018). The school administration can consider adopting 
such formal and informal channels in preparation for the change initiative.  
Details of the Communication Strategy 
In order to determine an effective communication strategy for a schoolwide initiative, 
CASEL first suggests identifying the major stakeholder groups involved with the initiative, 
grouping them according to those that will receive similar communication, and then 




the proposed initiative, the key stakeholder groups are the change implementers: Mission Team 
members and select teachers who are the target focus for the pilot initiative; and target change 
recipients: staff members, the general study body, select students who are the target focus for 
the pilot initiative, and parents.  
The tailored communication strategy for each stakeholder group includes what 
information the change implementation leaders need to communicate, how often, and the mode 
of communication (CASEL, n.d.-c). Communication strategies need to be assessed for 
effectiveness throughout a change initiative, and the communication strategy should be adjusted 
as needed in order for the intended messages to be conveyed in the correct manner (Beatty, 
2016; Tourish, 2003).  
For the proposed change, the change implementation plan detailed the nature of the 
communication that will take place with each stakeholder group. The monitoring and evaluation 
plan will measure the effectiveness of communication-related implementation steps. The 
communication involved with this initiative reflects the wisdom derived from the principles 
identified in the previous subsection. For example, the plan is judicious about the extent and 
emphasis of the communication. The amount of communication is purposely limited and the 
bulk of the communication with stakeholders concerns character values, as opposed to the pilot 
initiative itself. Table A5 and Table A6 summarize the communication-related implementation 
steps, mode of communication, and measures for effectiveness for the change implementer and 
target change recipient stakeholders, respectively.  
Chapter 3 Conclusion 
Chapter 3 provided the details for the preferred solution of a character education 
framework determined in Chapter 2. The change implementation plan makes use of a PDSA 
cycle to support a pilot initiative for change that was demonstrated to be particularly suitable 




the success of the implementation plan on formative and summative levels, and with respect to 
individuals and the initiative as a whole. The communication plan utilizes best practices for 
effective change communication in light of the organizational context and the chosen leadership 
lens.  
Next Steps and Future Considerations 
The final section of this chapter will consider areas in which further research relating to 
the OIP may be conducted, and how knowledge mobilization will take place. I will then conclude 
by reflecting on a personal journey that took place during the course of writing this OIP, and 
how this journey ties in with the mission-related objective behind the OIP.  
Areas of Further Research 
 The following paragraphs present six aspects of the research presented in this OIP that 
warrant further exploration in order to better understand the PoP and its solutions. 
According to Memon (2019), the current wave of focus in Islamic schooling is on praxis 
(as opposed to the pedagogy phase, which ended in 2001), and includes the emergence of new 
models of Islamic schooling such as Montessori-based Islamic schools. I am personally aware of 
a number of Islamic schools in the U.S. that have adopted or are considering adopting the 
Montessori approach for younger grades. The Academy is also considering taking a Montessori-
inspired approach for its early childhood education offering. The Montessori method includes a 
practical means of character development and nurtures seven character traits: concentration, 
perseverance, patience, respect, helpfulness, voluntary obedience, and self-discipline 
(Lombardi, 2009; Vardin, 2003). Further research may examine the appropriateness of the 
Montessori method as a character development framework for Islamic schools.  
Gülen/Hizmet schools worldwide promote a holistic approach to education and are 
based on the teachings of Fethullah Gülen, a contemporary Turkish scholar (Canbolat et al., 




with a particular focus on the teachers’ modeling of four moral values: frugality, migration, 
service, and prudence (Mohamed, 2014). A further study of Gülen’s philosophy and its 
application in the Hizmet schools would enhance the understanding of virtue education in 
Islamic schools.  
In Chapter 2, it was noted that the Islamic ethical system guides an individual to not only 
adopt virtues but also avoid vices. However, none of the often-cited character education 
programs listed in Table A2 mention vices, and typical character education programs are limited 
to developing positive psychological character traits (Diggs & Akos, 2016; McGrath, 2018). The 
proposed change implementation plan accordingly suggested a pilot implementation involving 
the selection of virtues. It could be argued that since vices are diametrically opposed to virtues 
(Kristjánsson, 2019), by promoting virtues, vices will automatically be avoided. However, values 
such as forgiveness can be ambiguous, referring to reconciliation or the lack of holding a grudge 
(Wright et al., 2020). Understanding vices will therefore help to clarify what opposite virtue is 
intended. Furthermore, Islamic ethical teachings entail specific discussion about vices and the 
way to guard against them (Halstead, 2007), which may not be captured when the focus is only 
on virtues.  
In the early 2000s, a focus on performance character, or doing one’s best, was added to 
the historical focus on the moral character, or being one’s best, due to pressure on U.S. schools 
for accountability and concrete outcomes relating to character education (Smith, 2013). The 11P 
framework explicitly mentions the need for a school to promote both ethical and performance 
values. Further research needs to be done to understand the role of performance values in the 
light of Islamic ethical teachings.  
When choosing values to promote, should an Islamic school use Islamic terminology for 
those values (for example, the Arabic term Nasiha) or an English equivalent (such as good 




lost in translation. The latter may be preferred, however, as means of providing students with 
vocabulary they can transfer while integrating into a pluralistic society. Further research can be 
conducted comparing the effects of teaching values with both approaches.  
Finally, the school-wide approach to character development does not differentiate 
between various stages of a child’s education. Yet Islamic ethical teachings describe three 
distinct stages of the development of a child: from birth to the age of discernment 
(approximately seven years), from 7 to 14, and from 14 to 21 (Memon & Alhashmi, 2018). 
Formulating a development-appropriate character education framework is therefore another 
relevant and related topic of research. 
Knowledge Mobilization 
The Academy is already considered a leader among a number of U.S. Islamic schools due 
its founding members, history, and related curriculum development efforts. As an outcome of a 
successful implementation effort, the publication of a whitepaper that details the experiences of 
the initiative and a guide for Islamic school leaders who wish to adopt a school-wide character 
education framework will be welcomed. Also, national and regional conferences for Islamic 
school leaders and educators take place on a yearly basis. I will consider participating in these 
conferences and offering to share the research of this OIP that pertains to both school leadership 
and educators. Because the proposed change initiative relies on 11P as the base framework for 
character education, I will also consider approaching Character.org, the organization 
responsible for 11P, to connect and collaborate with Muslim and other faith schools who have 
similar school missions.  
Reflections on the Journey 
This OIP has been primarily concerned with a discerned problem of educational practice 
related to a specific context. However, throughout the various stages of problem analysis, 




and dispassionate analyst tasked with writing a report and then moving on to another 
assignment. Rather, the OIP has been deliberately crafted to prominently reflect my own 
worldview, approach to leadership, scope, agency, and role as change leader and implementer. 
This approach reflects a commitment to an intrapersonal interpretation of authentic 
leadership2, in which effective authentic leaders strongly identify with their leadership role, 
possess clarity about their own values and convictions, and act on the basis of them (Northouse, 
2019; Shamir & Eilam, 2005). It is therefore fitting to share some personal reflections 
concerning my next steps and future considerations.  
This OIP was researched and written during a time of global trial and suffering due to 
the COVID-19 pandemic. The unique challenges of shifting to online forms of education has led 
to significant workloads and considerable hardship for schools and educators as they have 
charted courses through uncertain territory (Allen et al., 2020; Flack et al., 2020). It also was a 
time of personal trial and self-study. Shortly before the pandemic, I left my position at a 
mission-based school similar to the Academy, and I was suddenly faced with the question, 
“What is my personal mission?” The pandemic provided a perfect cover to justify shaking off the 
dust from IT skills of yore and abandoning the troubled field of education for good. However, as 
I sought advice about my next step, I distinctly recall a conversation with one colleague who 
sensed my wavering commitment to education. “There is nothing like a school to be able to 
accomplish the vision that you have for the community,” he stated. And with that poignant 




2 Intrapersonal authentic leadership primarily concerns the authenticity of the leader 
themselves, in contrast to (a) the interpersonal approach, which focuses on authentic 
relationships; and (b) the developmental approach, which views authenticity as a trait that can 




In the following summer, I found myself and my family crossing international borders 
during a time of travel bans due to the pandemic, heightened political tensions as a result of 
widespread national protests, and severe climate events related to drought and climate crisis. 
The opportunity to contribute to a school had arrived. But, at least ostensibly, this was not just 
another school, but a school deeply focused on mission, vision, and purpose. Because I knew I 
wouldn’t be happy in just another school.  
In summary, the identified PoP for the Academy to uphold its stated mission in all 
aspects of the school resonates with the reason for my personal struggle in recent times, which 
in a positive light could be seen as an opportunity for recommitment to my personal mission of 
affecting positive change in my faith community. The pandemic has opened a window for 
educators to re-examine the purpose of education (Zhao, 2020a; Zhao & Watterston, 2021). 
Through research, analysis, and change planning efforts similar to those reflected in this OIP, 
along with personal struggle and change, I hope that I, along with my colleagues in Islamic and 
other faith-based schools and beyond, can continue to push for schools who gauge success not 
based on solely performative measures but rather the development of human beings of 
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1 A set of shared, core values are defined and agreed upon among all stakeholders. 
All staff, students, and parents can explain the shared values of the school and 
how they make the school distinctive. 
 
2 Students are given opportunities to discuss each core value and how they can 
holistically adopt the value along with related social and emotional skills. 
 
3 Schools weave the shared values into all aspects of schooling, including 
instruction, school culture, and adult culture. 
 
4 The school develops an ethic of caring among all members of the school 
community. 
 
5 Students are offered opportunities for service learning and leadership. 
 
6 Shared values are incorporated into everyday teaching through curriculum. 
 
7 The school fosters student self-motivation. 
  
8 All staff members model the core values they would like their students to live by. 
 
9 The school establishes a Character Committee to design, plan, implement, and 
assess the initiative, and to create new opportunities that will promote 
character-inspired culture. 
 
10 Parents are engaged to reinforce the core values at home. 
 
11 Surveys and assessments of student behavior, school culture, school climate, and 
adult culture along with interviews of stakeholders are used to assess the 
implementation of the character plan and measure character growth of students 








Evaluation Reports of Four School-wide Character Education Programs 
Author(s)  Curriculum Sample size and means of 
evaluation 
 
Results of the evaluation 
Hart et al. 
(2020); 
Paul et al. 
(2020); 
Pike et al. 
(2020) 
Narnia Virtues was 
designed to teach six 
virtues to middle-
school age students 
transitioning to high 
school on the basis of 
The Lion, the Witch, 
and the Wardrobe 
(Lewis, 2005). In 





activities to be done 
jointly with parents. 
 
n = 1226 students. 
Students were divided 
into control and test 
groups, and given pre-
post survey 
assessments of 
themselves and their 
peers to gather 
quantitative data. 26 
students and 41 parents 
were interviewed post-





demonstrated a clearly 
improved 
understanding of the 
virtues, the students 
self-reported practice 







curriculum had a 
positive influence on 
student reflection of 
external situations, 
inner thoughts, and 
motivations. It also 
indicated that the 
curriculum had a 






The Knightly Virtues 
program was 
developed for UK 
schools to teach virtue 
literacy for students 
aged 9 – 11 years old. 
The curriculum of this 
program presented 2-
3 featured virtues 
from each of four 
selected stories. 
Students completed 
pupil journals that 
contained sections for 
recording parental 
perception of the 
program. 
 
n = 1089 students. 
Schools were divided 
into control and test 
groups, and students 
were given pre-post 
surveys. 78 students 
and 10 teachers were 
interviewed. 124 pupil 
journals were studied.  
The program contributed 
to the students’ ability 
to apply virtue 
language and virtue 
concepts in personal, 
social, and cultural 






Author(s)  Curriculum Sample size and means of 
evaluation 
 




Institute’s “An Ethics 
Curriculum for 






values to children in 
grades 1 – 6. Parents 
were sometimes 
involved in the 
discussion around 
values through the 
use of letters that 
students would draft 
for their parents. 
 
n = 602 students. 
Subjects were divided 
into control and test 
groups. Evaluation 
means included student 
questionnaires to test 
ethical understanding, 
ethical sensibility, and 
ethnocentrism; teacher 
ratings of student 
behavior before and 
after the program; an 
achievement test to 
assess cheating; and 




improvement in ethical 
understanding but 






behavior in Grades 4 – 
6 but a statistically 
significant decrease in 
behavior in the 
younger grades 
compared to the 
control group.  
 





A nation-wide initiative 
developed by the 
Australian 








and Training, 2005). 
Values were taught at 
a school-wide level 
(such as assemblies 
and posters) and 
through curriculum.  




involved staff, student, 
and parent pre-post 
surveys to measure 
impact of the values 
















and inclusive behavior. 
No statistically 
significant 
improvement of peer 
behavior. Statistically 
significant decrease in 
students’ 
measurement of their 
own behavior, which 
the authors attribute to 
students becoming 
more self-critical and 
not an actual decrease 







Monitoring Plan for a Pilot Program Derived from Evaluation Questions 
Evaluation question Performance indicator(s) to be monitored  
To what extent did school 
leadership, staff, and 
students participate in the 
program? 
 
Number of participants in stakeholder meeting and PD 
(Attendance records. Target: 100%) 
Number of lesson plans that mention core values (Academic 
coordinator. Target: Four per month) 
 
To what extent did a focus on 
character permeate into the 
school climate and into 
staff and student practice? 
 
Policies that are amended to incorporate values (Internal 
documentation. Target: Behavior and academic policies) 
Assignments per grade that integrate values (Academic 
coordinator. Target: Four assignments) 
Classrooms that display school values prominently 
(Observation. Target: 100%) 
Biweekly school newsletters that mention school values and a 
focus on character (Observation. Target: 50%) 
Discussion about the initiative in weekly staff meetings 
(Meeting minutes. Target: Once a month) 
Staff adoption of Muraqaba and Muhasaba mindsets 
(Monthly surveys. Target: 50%) 
Staff adoption of values in language, reflection, and practice 
(Monthly surveys. Target: 50%) 
 
To what extent did parents 
become aware of the 
initiative? 
 
Parents who attend parent meeting when pilot program is 
mentioned (Attendance records. Target: 80%) 
Number of downloads and clicks on monthly educational 
material provided to parents (IT. Target: 75%) 
 
Was the cost of the program 
within the financial and 
human resource budget? 
 
Financial performance against budget (Operations. Target: 
Less than 10% variation) 
Hours used for program implementation against budget 
(Operations. Target: Less than 10% variation) 
 
To what extent did the 
character education 
program contribute 
towards the Academy’s 
fulfilment of its mission? 
 
Number of new student inquiries (measured against previous 
years) (Admissions. Target: 10% increase). 
Parent satisfaction survey (measured against previous years) 
(Operations. Target: 10% increase).  
Number of behavioral incidents (Pre-post comparison) 
(Behavior. Target: 10% decrease).  
 
To what extent were other 
initiatives negatively 
impacted by this initiative? 
 
Number of proposals related to the fulfillment of school 
mission that are rejected by school leadership because of 
resource constraints (Meeting minutes). 
 
To what extent did the school 
leadership and staff 
support the program? 
 
Meetings with parents in which the school leadership (other 
than the Dean of Mission) highlight the character initiative 





Note. For each indicator, the trailing item in parentheses describes the data source and the 
target result (when available).  
Table A4 
Evaluation Plan for a Pilot Program Derived from Evaluation Questions 
Evaluation question Focus of evaluation  Method of evaluation 
 
To what extent did school 
leadership, staff, and 







Interviews with all who are not 
participating on a monthly 
basis. 
To what extent did a focus on 
character permeate into the 
school climate and into 
staff and student practice? 
 
Effects of the character 
development program. 
 
Interviews of two participant staff 
members; focus group 
classroom discussion; 
presentation of results and open 
forum staff meeting. 
 
To what extent did parents 
become aware of the 
initiative? 
 
Awareness of the 
school’s value-focus 
and feedback on the 
parent education.  
 
Survey of parents; interviews with 
one parent from each grade. 
Was the cost of the program 
within budget? 
 
Identify reasons for 
variation. 
 
Monthly interviews with program 
managers. 
To what extent did the 
program contribute 
towards the Academy’s 
fulfilment of its mission? 
 
Gap between the lived 
and stated mission of 
the Academy. 
Pre-post survey of key 
stakeholders regarding the 
Academy’s fulfillment of its 
mission. 
To what extent were other 
(current or future) 
initiatives negatively 
impacted by this initiative? 
 
What other initiative 
could have been done 
instead.  
Discussion with key stakeholders 
regarding what else could have 
been done with the resources 
towards achieving the same 
goal. 
 
To what extent did the school 
leadership and staff 
support the program? 
 
Commitment of 
stakeholders to evolve 
the pilot into a regular 
Academy program.  
 
Survey; analysis of how failure in 
any of the indicators might be 
traced to lack of support from 
school leadership and staff. 
 
 
















Proposed list of values, 
associated behaviors, and 
overall plan for the 
change initiative in 
Planning phase. Ongoing 
feedback regarding the 
pilot in the Doing phase. 
Joint evaluation of results 
in Studying phase. 
Planning for next 
iteration in Acting phase.  
 
Face-to-face (in-person 
or virtual) monthly 
meetings. 




Staff members Training on values and 
information about pilot 
initiative in Planning 
phase. Monthly mission 
meetings emphasizing 
values in Doing phase. 
Invitation for 
collaborative review of the 










who are the 
target focus 
for the pilot 
initiative 
Training during the 
Planning phase. Regular 
communication during 
the Doing phase.  
 
Semi-monthly emails 
from the Dean of 
Mission for sharing 
success stories, 
encouraging the 
importance of the 
pilot initiative, and 
offering assistance.  
 
Tracking emails. 

















One week of 
assemblies per 
month focused on 
character values, 
and semi-monthly 
Mission Team visits 
in classes during 




Staff members will be 
asked to measure 
the effectiveness of 
this communication 
in the monthly 
surveys sent out 
during the initiative.  
 
Select students 
who are the 
target focus 




during the Doing 
phase. Invitation 
for collaborative 
review of the pilot 
during the Acting 
phase.  
The teacher may choose to 






initiative to students. 
The review will be in the 
form of a meeting. 
 
The teacher may make 
use of focus groups 
or polls to gauge the 
effectiveness of their 
communication to 
students.  
Parents Monthly videos 
related to values 
during the Doing 
phase. Invitation 
for collaborative 
review of the pilot 
during the Acting 
phase.  
  
The videos will be posted 
on the online parent 
communication 
platform, as well as a 
variety of Academy 
social media. The review 
will be in the form of a 
meeting.  
 
Midway and post 
surveys. Video click 
rates will be 
measured and 
comments on videos 









Toor’s (2008) Framework for Islamic Leadership Theory  
 
Note. Reprinted from “Merging spirituality and religion: Developing an Islamic leadership 
theory,” by S. Toor, 2008, IIUM Journal of Economics and Management, 16(1), 32. Copyright 





Egel and Fry’s (2017) Model for Islamic Leadership 
Note. Reprinted from “Spiritual leadership as a model for Islamic leadership,” by E. Egel, & L. 
W. Fry, 2017, Public Integrity, 19(1), 83. Copyright 2017 by American Society for Public 






Brooks and Mutohar’s (2018) Framework for Islamic School Leadership 
 
Note. Reprinted from “Islamic school leadership: A conceptual framework,” by M. C. Brooks, & 
A. Mutohar, 2018, Journal of Educational Administration and History, 50(2), 4. Copyright 





Shaked and Schechter’s (2017) STHL Framework 
 
Note. Reprinted from “Systems Thinking for School Leaders,” by H. Shaked, & C. Schechter, 





PDSA Cycle for Multiple Iterations of Character Education Framework Initiative 
 
Note. The cycle begins with the Planning phase. The explanation under the title of each phase 
relates to the first iteration of the cycle. 
  
        
                      
          
                          
              
           
                             
                         
     
                                    
                                        
                                
                                  
                                   
               
        
                         
                       
                         
                     
                           
              
     
                          
                                 
                 
                                 
                                  
                               
                                    





Program Theory for Character Development Initiative 
 
Note. The lines represent causal relationships, where the item on the left is theorized to cause 
the item to its right. 
  
Va lu es Selected th rough  
Shared Process am ong 
Stakeholder s
Sta ff PD
Va lu es Em bedded in  
Cu r r icu lum
Sta ff Models Character
Studen t  Pract ice of 
Muraqaba  and Muhasaba
School Clim ate is Va lues 
In flu enced and 
Character  Dr iv en
Alignm ent of School 
Pract ice w ith  Mission
Staff Practice of 
Muraqaba  and Muha saba
Paren t  Educa t ion
Paren t  Percept ion  of th e 
A cadem y  s Focu s on  
Character  and Va lu es
Studen t  Educa t ion













 Set of core values agreed 
upon and advertised
 Hallways and 
classrooms display 
values
 Staff PD delivered
 Teachers produce lesson 
plans that include a 
focus on shared values
Assumptions
 Staff is committed enough to 
the school mission to engage 
with the program in their 
teaching and their personal 
development
 Good character can be 
influenced and taught
External Factors
 School management 





 Staff, students, and 
parents understand the 
importance of character 
in the Academy and 
learn about the core 
values
 Staff and students learn 
and practice Muraqaba 
and Muhasaba
Medium Term Outcomes
 Muraqaba and 
Muhasaba are practiced 
regularly
 Core values are not just 















 Alignment of 
practice with 




 Collaborative process to develop set of shared 
values
 Teacher PD designed
 Parent communication designed
 Student education designed
 Visuals designed
